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IN ONE CURRICULAR DISCOURSE COMMUNITY  
 
Jennifer C. Dauphinais 
 
Mindfulness has woven through American education for decades as an enduring 
concept aimed at reforming teachers, students, and classrooms. Signified as a quiet 
revolution in media and education policy today, our youth have been rebranded and 
schools remarketed as A Nation at Hope, with promises of mindfulness and 
contemplative Social Emotional Learning (SEL) strategies. Yet, competing discourses of 
mindfulness incite youth across various goals and subjectivities. While the predominant 
global and national mindfulness discourse in education marks out students with preferred 
characteristics from those deemed insufficiently prepared to experience wellness, 
connectedness, and success, counter-narratives construct mindful students as 
transcending dominant social norms and movement toward collective freedom. In 
considering how such highly politicized discourses are mobilized in SEL curricula, this 
study problematized the decontextualized circulation of mindfulness discourses in the 
construction of a silenced and mindful subject. 
 
 
As a White teacher attending to the development of a critical lens that questions 
curriculum and policy, this study disrupts the researcher’s position as a former SEL 
trainer in a diverse school district. A critical whiteness studies lens established that 
several commonly used mindfulness-based interventions apprised a construction of 
students that works better for mass schooling systems rather than for distinct 
sociocultural identities. This inquiry provided a different lens on curricular decision-
making by working from a local schooling context where stakeholders collaboratively 
decide on students’ social, emotional, and behavioral needs. In drawing on a 
conceptualization of discourse communities that recognizes how language and agency are 
mobilized in advocating for community goals, this interpretive case study inquired about 
community decision-making alongside stakeholders grappling with concepts and power 
relations to legitimize their work. The case was theoretically bound by critical discourse 
analysis, which traced the meaning-making of this community across individual and 
collective texts. Thus, a collaborative study of individual and collective stakeholder 
discourse was read alongside the school’s curricular materials for a translocal comparison 
of discourse across individual and collective responses. This study may explain some 
ways that anti-racist discourse(s) figure in negotiating mindfulness and SEL for 
marginalized youth and how practitioners navigate toward humanizing, race-visible 
















© Copyright Jennifer C. Dauphinais 2021 







In Memoriam: Dr. Kevin Basmadjian, Maria Paula Eagan, and Todd Demse Zullo. 
 
Miigwetch to my ancestors who have whispered in my ear throughout this long 
walk. To the land that has held and nourished us. Eternal thanks for your love and 
sacrifice. We will labor and reconcile in your honor. Mitakuye-Oyasin. 
To my dissertation committee: Dani Friedrich, María-Paula Ghiso, Laura Smith, 
and Carmen Martínez-Roldán. Dani, I would like to express my sincerest gratitude for 
your role as my Dissertation Sponsor and Academic Advisor. You have been a point of 
stability and source of mirth throughout this wild ride. You have also been one of my 
most challenging and inspiring professors. It has been an honor to learn alongside you. 
Thank you for your generosity, patience, and encouragement. María-Paula, thank you for 
opening me up to the joys and possibilities of critical literacy work as well as welcoming 
me into the community it sparks as a result. I have treasured our conversations, course 
time, and explorations around this research. Thank you for taking me on and helping me 
to go further than I thought I could. Laura and Carmen, thank you for your time and 
intellectual contributions to this study. Your support during this time was immeasurable.  
To my students and colleagues at NHPS: Thank you always for being my “teacher 
family,” Susan Martinez-Sendroff, Adam Sendroff, Melissa Rhone, Bob Rhone, Amy 
Simms, Michael Youngman, and Meaghan Sheehan. I set out seeking answers and you 
made me promise to tell them about you when I got there. You are the reason for 




To my partner, Jason Bates: Behind every doctor is a ride or die who makes them 
sandwiches and nutrition shakes, checks their pulse, and encourages them to keep going. 
How does one thank someone who has provided all that you have given so freely? This 
accomplishment would not have been possible without your unwavering support. Thank 
you for always believing in me and helping me to build this dream. I am loving you. 
To My Family & Friends: Mom & Dad, Bridget & Karen, Beamer & Jules, Britt 
& John, Kathy & Guy, Laura Usowski, Christina Abbott, Lys Guillorn, I know I have 
been off somewhere else doing this epic thing that has inevitably put so many demands 
on my availability and presence. Thank you for reflecting back to me with strength and 
certainty when I have come home exhausted and frayed. Your love puts me together 
again.  
Many thanks to the teachers and organizations with whom I have worked over the 
years around mindfulness, Dharmic practice, and teacher self-care. This research has 
sprouted from the rich soil of our time together: The Garrison Institute and CARE for 
Teachers Program, Patricia Jennings, Christa Turksma, and Anna DeWeese. YOGAed 
NYC and Hala Khouri. Deborah Donahue-Keegan and the Massachusetts SEL Teacher 
Education Consortium. Metta McGarvey, Lama Rod Owens, and the Harvard Graduate 
School of Education.  
To my TC colleagues & friends: Mary Ann Chacko, Erica Colmanares, Mary 
Newberry, Tran Templeton, Joni Kolman, Laura Vernikoff, Jordan Corson, Tara 
Schwitzman, Kelsey Darity, Kelly DeLuca, Ryan Sawtell, Natalie Flores, Robin Roberts, 
Seth McCall, Nicole McGowan, Hye Kim, Heather Michael, Rachel Knight, Rozena 




Katherine Newhouse: You are the best person to go to a party with and an even 
better person to get kicked out of a party with. #AERA2017 Thank you for all of the 
laughter, hospitality, and support over the years. 
Jenna Morvay: It has been an honor to become a part of your family and grow 
together as colleagues, co-authors, and baes over the past several years. We have 
traveled, rehearsed, and presented. We have laughed, and we have cried. We have 
queered our research with explosive strategies. I could not ask for a better partner to walk 
with through this post-human world.  
Cath Goulding, Kevin, & Miso: I am grateful for the friendship that has grown 
from our first coffee meet-up at TC several years ago. Our annual museum jaunts are 
some of my most beloved memories while being at TC. Thank you for your constant 
reminders to “keep the art in it,” and to see the bigger picture of this process as one 
aspect of a limitless artistic journey.  
To the Teachers College Faculty who have been an integral part of my learning 
experiences here: Detra Dennis-Price, María-Paula Ghiso, Michelle Knight-Manuel, Dirk 
Roosevelt, Dani Friedrich, Kala Naraian, Celia Oyler, Marjorie Siegel, Ansley Erikson, 
Callie Waite, Jacqueline Simmons, Nancy Lesko, Laura Smith, Carmen Martínez-
Roldán, Sonali Rajan, and Lalitha Vasudevan.  
To My Quinnipiac Colleagues: Anne Dichele, Judy Falaro, Mordechai Gordon, 
Monica Cavendar, Christina Pavlak, Cindy Kern, Julie Dwyer, Marion Sparago, Michael 
Ben-Avie, Amber Kelly, and Margarita Diaz. You have served as incredible mentors and 
invaluable colleagues. Thank you for taking me into the fold with such care, and for 




To AERA Division B Pre-Conference Facilitators & Research Mentors: James 
Jupp, Tim Lensmire, Valerie Kinloch, Cheryl Matias, Keffrelyn Brown, Denise 
Taliaferro-Baszile, Crystal Laura, Debbie Sonu, William Ayers. Thank you for your time, 
encouragement, research, and inspiration. 
To Dar Williams & the Writing A Song That Matters Community: My life 
changed the day we met and here we are, just like you said we would be. 





TABLE OF CONTENTS 
 
PREFACE ........................................................................................................................ xiii 
 The Global Culture of Happiness ..........................................................................xv 
  What Is the West? ................................................................................... xvii 
  In Search of Happiness—A Construction of the Tourist ......................... xix 
  The Beatles and a Desire for Unified Consciousness ................................xx 
  The Search for Happiness as a Political, Social, and Pedagogical 




 Social Emotional Learning and Mindfulness as a Global Movement .....................2 
 Mindfulness as a Curricular Aim in the United States ............................................9 
  Reform Policy and Student Risk ................................................................12 
  Curricular Roots and Limitations...............................................................15 
  School Reform: Mindfulness and Social Justice .......................................19 
  Student Reform: Mindfulness and Literacy ...............................................20 
 Statement of Problem and Rationale......................................................................22 
 Purpose of Study and Research Questions .............................................................24 
  Epistemological Stance/Theoretical Framework .......................................26 
 Potential Significance ............................................................................................28 
 
 
II—REVIEW OF LITERATURE......................................................................................31 
 Race-Visible Reading of Literature .......................................................................34 
  Method .......................................................................................................35 
   Mindfulness, Risk, and Achievement .................................................37 
   Mining the Buddhist Tradition ...........................................................41 
   Secular Conflicts ................................................................................43 
  Predominant Discourses.............................................................................45 
   Medical Field ......................................................................................45 
   Education Field ...................................................................................46 
   Shared Characteristics ........................................................................47 
   Methodologies ....................................................................................48 
   Limitations ..........................................................................................50 
 Themes and Further Analysis ................................................................................51 
  Panaceas .....................................................................................................51 
  Deficit View and Self-Improving Mechanisms .........................................52 
  Ahistorical Identities and Quantification ...................................................53 
 Conclusion .............................................................................................................54 
  Curricular Capacity and Implications for Structures and Lives.................55 
   Living in Reductionism ......................................................................56 






III—A CASE STUDY OF MINDFULNESS IN ONE CURRICULAR  
DISCOURSE COMMUNITY ...........................................................................................58 
 Overview of Research Design ...............................................................................61 
  Collaborative Case Study ...........................................................................64 
  A Critical Literacy Approach to Curriculum critique ................................65 
  Curricular Discourse Communities............................................................67 
   School-wide focus ..............................................................................69 
   Individual focus ..................................................................................70 
   Translocal relations ............................................................................72 
 Research Site Context, Selection, and Access .......................................................73 
  Community/Site Selection .........................................................................75 
   Participant Selection ...........................................................................77 
   Document Selection ...........................................................................77 
   Data Collection Methods ....................................................................78 
   Timeline ..............................................................................................79 
   Data Security ......................................................................................81 
 Data Analysis .........................................................................................................81 
  Critical Discourse Analysis Framework ....................................................82 
   Participant Interpretation ....................................................................84 
   Researcher Role and Journal ..............................................................85 
   Trustworthiness and Validity .............................................................86 
 Positionality ...........................................................................................................87 
 
 
IV—DOCUMENTS, INTERVIEWS, AND THEMES ....................................................90 
 School-Based Texts ...............................................................................................92 
  Guided Selection of Texts ..........................................................................95 
  Alternative Approaches to Discipline and Intervention.............................96 
   Emphasis on Time Management ........................................................97 
   Purposing a Developmental Lens .......................................................99 
  Mindful Identities.....................................................................................102 
   Racialization/Racialized Identities ...................................................105 
   Trauma-Informed Care .....................................................................110 
 Interviews .............................................................................................................114 
  Equity and Inclusion in a Northeastern City School ................................115 
   Pegagogies for Social Emotional Learning ......................................116 
       Anti-racist discourses ...................................................................120 
       Discourses of crisis .......................................................................122 
  Teacher Identity and power .....................................................................125 
   Threat of District Surveillance .........................................................127 







V—NARRATIVES AND FOCUS GROUP THEMES ..................................................131 
 Personal Narratives ..............................................................................................132 
  Mindful Discipline and Intervention ........................................................133 
  Identity and Self-Actualization ................................................................138 
  Equity, Inclusion, and Self-Awareness ....................................................142 
  Stress ........................................................................................................148 
   Stress and Time ................................................................................149 
   Stress and Self-Awareness ...............................................................150 
   Whiteness and (Un)Wellness ...........................................................153 
  Emotionality .............................................................................................156 
   Trauma-Informed Care and Safety ...................................................157 
   Whiteness, (Un)Wellness, and Racialization ...................................162 
 Focus Group Dialogs ...........................................................................................163 
  The Little Dutch Boy and Dualilty ..........................................................165 
 Conclusion ...........................................................................................................174 
 
 
VI—FINDINGS AND CONCLUSIONS ........................................................................176 
 Findings................................................................................................................177 
  Discourses of Whiteness in Search of Survival .......................................177 
  Mindfulness Is More Than Sitting Still ...................................................181 
  Accountability and School Reform Discourses .......................................184 
 Implications..........................................................................................................186 
  Methodological Research and Critical Discourse Analysis .....................187 
  Critical Whiteness and Critical Curriculum Studies ................................189 
   White Teachers .................................................................................191 
 Limitations ...........................................................................................................193 
  Policy and Youth......................................................................................195 
 Toward Mindful Resistance and Critical SEL .....................................................196 
 
 






Appendix A Table A1, Procedural Steps of CDA of Data Texts .................................216 
Appendix B Focus Group Interview Protocol ..............................................................217 
Appendix C Participant Recruitment Flyer ..................................................................218 
Appendix D Participant Recruitment Email and Letter................................................219 
Appendix E Consent for Participation in Interview Research .....................................220 
Appendix F Table B2, Selected School-Based Documents .........................................221 










1 Data Collection and Analysis Phases for Case Study of One Curricular 
Discourse Community ...........................................................................................80 
 
    2 The Faircloughian Framework Guiding the Survey of Linguistic Features ..........84 
 







LIST OF FIGURES 
Figure 
    1 The HPI Global Map ..............................................................................................xv 
    2 The Beatles with the Maharishi in India, 1968 ................................................... xxii 
    3 The dynamic elements of discourse communities .................................................68 
    4 Student Advisory Manual, Table of Contents ........................................................93 
    5 Student Discipline Protocol and School-wide Failure Intervention Plan .............99 
    6 Teacher-led Book Study Flyer for 2017-18 .........................................................107 
    7 Rafiki meme from Jamie’s narrative....................................................................124 
    8 Organization of data themes for this study ..........................................................132 
    9 Lisa’s multimodal stakeholder narrative ..............................................................136 
   10 A Resisting Resistance excerpt from Lisa’s narrative .........................................139 
   11 Visual included in the focus group document set ................................................141 
   12 The How I Imagined Myself meme from Jamie’s narrative ................................144 
   13 The School Makes Me meme from Jamie’s narrative .........................................154 
   14 Care for Safety examples in Lisa’s narrative .......................................................157 









     The binary opposition between literacy and illiteracy is therefore not 
as clear-cut as may at first appear. Moreover, this binary produces further 
oppressive binaries…. Subsequently, literacy was harnessed to support the 
now refuted ‘great-divide’ theory of social anthropologists, which divided 
primitive (‘savage’) and modern (‘civilized’) people according to their 
mental abilities, pre-logical/logical, concrete/abstract, pre-literate/ 
literate.  
 






     What imaginings of youth exist? How do they work? What do they 
produce? What do they make possible or impossible? In what forms have 
youth been imagined, endowed with meaning, and problematized? And 
how do these imaginings relate to or revitalize other imaginings about 
say, society, community, the future, or progress? 
 






     The language element [in social research] has in certain key respects 
become more salient, more important than it used to be, and in fact a 
crucial aspect of the social transformations which are going on—one 
cannot make sense of them without thinking about language.  
 









As a culturally conscious teacher, which has impassioned my reasoning for race-
visible (Jupp, 2017; Sleeter, 1993) critical research, I have become particularly concerned 
with the ways that global and local discourses of wellness and happiness have patterned 
my explicit interest in Social Emotional Learning (SEL) curricula and mindfulness 
interventions for my most vulnerable students. This Preface traces a few of the broader 
globalization themes that inform the discourses and logics undergirding SEL, and 
specifically mindfulness, in schools and provides a backdrop for the current study. 
Though mindful learning and living have gained prominence as contemporary cultural 
trends aimed at social reform, a public debate around its purpose and meaning persists. In 
2015, New York Times author Virginia Heffernan critiqued the hygienic stripping away of 
secular notions of mindfulness from which the practice originated. She raised the concern 
that mindfulness practices were being precipitously transferred into marketable resources, 
mainly material transactions and consumer products, further legitimating mindfulness as 
valued social action (Heffernan, 2015). Educational philosopher Terry Hyland (2015) 
also critiqued how these concepts have transferred into education world-wide, noting that 
mindfulness offers a “noble educational project which has very little in common with the 
reductionist instrumentalism” (p. 18) of the current market. He reasoned that 
“contemporary MBIs [mindfulness-based interventions] in all spheres need to be wary of 




use spiritual ideas and practices to sidestep or avoid facing unresolved emotional issues, 
psychological wounds, and unfinished developmental tasks (Welwood, 2013, as cited in 
Hyland, 2015)…is clearly at odds with sound practice in both educational and 
mindfulness fields” (p. 18).  
Both Heffernan and Hyland pointed to a larger educational concern as to the ways 
that globalized discourse of mindfulness, wellness, and happiness imprint agendas for 
education, schooling, and curriculum. More specifically, we might consider how such 
discourse impacts the way that each of these concepts is inscribed on curriculum and the 
teacher-student relationship. How do these constructs influence the readings and makings 
of curriculum and the ways that certain concepts are legitimated within larger educational 
goals and policies? I consider my choice to take up wellness practices as a way to 
ameliorate the shortcomings and injustices I perceived within school settings. 
Mindfulness became one such preoccupation in my efforts. I felt mindful practices might 
subside the anger and frustration for what I lacked as a teacher, and what youngsters 
lacked as students. I came to notice how my identification as a socially just educator had 
situated me in filling the gaps. I found myself in what Mosley and Rogers (2011) 
described as “standing in the gap between reality and possibility” (p. 306) as part of a 
subliminal desire to ameliorate social injustice and the perceived deficits in students’ 
curriculum and communities. My goals and desires followed a certain deficit discourse 
about teachers and students. 
In reflecting on the localities, complexities, intersections, and contexts which are 
a part of my research scope, I conceptualized a case study of one curricular discourse 




mindfulness as part of their larger curricular framework. This study looked at the 
translocal discourses that work together to legitimate this concept within the community. 
As a discourse community, the participants in this study are not bound to a physical 
location, but are linked by their mutual commitments, goals, and resulting texts. The idea 
of a discourse community acknowledges that global discourse also influences and 
contributes to the meaning-making of discourse communities who identify shared 
commitments. Since this study was limited to an examination of discourse at a local level, 
this Preface serves as a potential outer rung for considering the logics and global themes 
that inform mindfulness discourse today.  
The Global Culture of Happiness 
Figure 1. The HPI Global Map 
 
In her 2010 book The Promise of Happiness, scholar Sarah Ahmed traced a global 
turn toward happiness. As her introduction unfolds, readers are presented with an 
opportunity to explore an interactive mapping website (http://happyplanetindex.org/) that 




Happy Planet Index (HPI) provides an indication score from highest to lowest by color, 
with the United States ranking 108th out of 140 countries, as measured by the New 
Economic Foundation (NEF). Ahmed furthered her discussion by tracing a binary of 
happiness and unhappiness generated by a globalized wellness discourse that places 
countries like Bangladesh and Bhutan among the highest-ranked countries and the United 
States and other industrialized among the lowest.   
In dialog with Immanuel Kant, Ahmed (2010) reasoned, “If happiness is what we 
wish for, it does not mean we know what we wish for in wishing for happiness. 
Happiness might even conjure its own wish. Or happiness might keep its place as a wish 
by its failure to” (p. 1). As a viable social construction, happiness is situated within a 
global economy aimed at how to attain this wish. By examining worldwide wellness, the 
HPI “tells us how well nations are doing at achieving long, happy, sustainable lives” 
(About the HPI, 2016). Words like achieving signal a competitive discourse, which 
reflect the notions of failure and success that Kant and Ahmed described. The 
cosmopolitan discourse of organizations like NEF also position “wealthy Western 
countries, often seen as the standard of success” in contrast to “countries in Latin 
America and the Asia Pacific region” that are seen as not wealthy or successful (NEF, 
2018, http://happyplanetindex.org/)—thus framing wealth in opposition to happiness, and 
upending a tension wherein the political and economic progress of nation-states are 
questioned (Barreto, 2014; Tarlau, 2017). 
Ahmed’s (2010) discussion of happiness on a global scale also frames a 
fetishization with mindsets and practices of non-Western cultures, particularly how this 




epistemologies, and market-driven agendas (Barreto, 2014; Tarlau, 2017). Organizations 
like the NEF generate a narrative across globalization and wellness discourses, which 
mine the world for solutions. Critiques from social scholars like Ahmed distinguish how 
globalization and wellness discourses reinforce “the creation of two markedly different 
camps or species of knowledge” (Barreto, 2014, p. 403). They illustrate how the ranking 
and scoring of happiness are at odds with varying forms of knowledge and knowledge 
production that are excluded in this globalization discourse.  
As part of a similar critique of power and globalization, Grewal (2005) also 
illustrated the separation and exclusivity of knowledges, which are categorized and 
justified further. Grewal argued how “the cosmopolitanism of narrative emerged also 
from its participation in the transnational production of the difference between ‘modern’ 
and ‘traditional’” (p. 76). This separation elaborates on the creation of the two camps of 
knowledge that Ahmed described. Within a global culture of happiness, the delineation of 
modern and traditional knowledge contributes to a discourse of authenticity and a search 
for wholeness. Such binary notions continue to motivate the self-help and wellness 
markets that Ahmed confronted in her book. Therefore, the orientation of power remains 
narrow and prescriptive within the justification for achieving a happy planet.  
What Is the West? 
In 1978, Edward Said delineated the imperialistic social construction of an East 
and West binary in his pivotal text, Orientalism. Said described Orientalism as “a style of 
thought based upon the ontological and epistemological distinction made between the 





     Not only adjacent to Europe; it is also the place of Europe’s greatest and 
richest and oldest colonies, the source of its civilizations and languages, its 
cultural contestant, and one of its deepest and most recurring images of the other. 
(p. 9) 
 
However, Said defined the Occident somewhat inversely. The Occident is an awareness, 
or gaze of power, which frames the Orient as “a special place in the Western European 
experience” (p. 9). The Occident structures the discourse of Orientalism by generating 
cultural contrasts through the disciplinary lenses of science, politics, society, military, 
ideology, and imagination (Said, 1978). By initiating a conversation of these distinctions, 
Said exposed reliance on a subaltern subject within Western political and geographical 
thought. In the 1930s, Gramsci turned the phrase subaltern from military discourse 
toward a Marxist critique of Fascism (El, 2012). For Gramsci, the term was first used to 
describe low-ranking military where he had served (El, 2012). Yet the term expanded to 
encompass a wide range of oppressed political subjects throughout the work of 
successive theorists and scholars. In terms of Said’s (1978) work, the subaltern subject 
and “its people, customs, ‘mind,’ [and] destiny” (p. 10) are located within a Euro-centric 
conceptualization of the Orient and demarcated by the presence and power of the 
Occident. 
The presence of the subaltern subject further troubles the notion of a Happy 
Planet Index and pursuit of happiness on a global scale. Wherein the countries named as 
being at the top of the happiness scale offer an enchanting solution to the less happy 
(European) West, the Orient and subaltern subject are seen as having happiness and well-
being, a discourse based on the commodification of material goods and techniques 
(Hyland, 2015). Yet, this positioning overlooks the hidden violence embedded in this 




Spice trade, Grewal (2005) denoted an erasure of “the violence of the modern history of 
spices by enabling them to appear magically in the United States through a wellness 
discourse of the ‘healing powers of eastern tradition’” (p. 76). Grewal lifted up the 
neoliberal, market-driven logic undergirding this position. “A connection between 
consumer culture and its search for the exotic, along the way support[s] the discourse of 
multicultural America” (p. 76), yet expanded a direct relationship to a persistent colonial 
rationale and the politics it represents. The culturally justified imperial identity, which 
Said (1978) illustrated, contributes to erroneous representations of non-Western peoples, 
while also repressing the violence used to subsume its contents, like those highlighted by 
Grewal.  
In Search of Happiness—A Construction of the Tourist 
The discussions provided by scholars such as Grewal, Said, and Ahmed 
interrogate more deeply how happiness became a desirable state of being in the United 
States and how it persists. These scholars are from colonized, “Oriental” parts of the 
world, doing work in the West while critiquing the Western paradigm. Their work 
alluded to an enduring desire for escape from the stress, demands, and ills of the 
industrialized West, which constitutes an identity of the tourist in search of remedies.  
In her analysis of Liz Gilbert’s novel Eat, Pray, Love, Shefali Chandra (2015) 
contended that the identities and discourses of wellness in the modern era continue to turn 
their gaze toward the Orient (East). Gilbert’s “travelogue of spiritual seeking” and 
romance (Egan, 2006) was popular throughout the Western literary market, remaining on 
the New York Times best-seller list for 157 weeks. However, Chandra’s examination of 




perspective through which the novel was written. “Eat, Pray, Love rests at the heart of a 
cluster of post-9/11 memoirs that reach toward and produce Hindu India…as the antidote 
to an uncontainable metropolitan misery” (Chandra, 2015, p. 488), she explained.  
Comparatively, Jamaica Kincaid’s (1988) novel, A Small Place, speaks from the 
narrative position of a native Antiguan woman. She chronicled her encounters with 
European travelers growing up in her Caribbean homeland during the 1980s. Kincaid’s 
description of the tourist (p. 14) uncovers a colonial imperative in the idea of tourism, as 
it creates a distance from the people living there while exploiting their labor and 
resources. She framed the tourist as escaping the daily tensions of the imperial realm to 
seek respite in seemingly unaffected spaces and anonymous figures. Kincaid’s narrative 
also illustrated tourism as a colonial privilege, one that the colonized cannot afford. In so 
doing, her work contributes to a larger critique of a globalized wellness discourse that 
exploits the Non-Western world and perpetuates a longing for its essence.   
The Beatles and a Desire for Unified Consciousness  
Together, the work of Said (1978), Kincaid (1988), Ahmed (2010), and Chandra 
(2015) break apart a predominant idea of our time, the promise of happiness, and a 
resulting quest for well-being and wellness across the globe. Each author showed how 
this quest is made troubling because of its direct relationship to existing beliefs about the 
way the world and its people and knowledges are positioned economically: 
     The popularity of therapeutic cultures and discourses of self-help have… 
meant a turn to happiness: many books and courses now exist that provide 
instructions on how to be happy, drawing on a variety of knowledge(s), including 
the field of positive psychology, as well as on (often Orientalist) readings of 
Eastern traditions, especially Buddhism. It is now common to refer to ‘the 
happiness industry’: happiness is both produced and consumed through these 





Similarly, when describing the Beatles’ encounter with the Hindu meditation teachings of 
the Maharishi (see Figure 2) in his 2013 book, American Veda: From Emerson and the 
Beatles to Yoga and Meditation—How Indian Spirituality Changed the West, author 
Philip Goldberg explained how the Beatles provided “the gold standard of endorsements” 
(p. 153) to the youth market. The meeting between the Beatles and the Maharishi in 1967 
catalogued what Goldberg claimed as “the most consequential public event by an Indian 
spiritual teacher in the West since Vivekananda in 1893” (p. 151). He denoted the 
significance of this meeting not only for its influence on popular European culture, but in 
satisfying the quest of a generation that “[was] hungry for nonchemical and non-dropout 
ways to expand their minds” (p. 150). Likewise, a spectrum of contemplative techniques 
and practices has been popularized, ranging from states of transcendence to mindful 
presence.  
More broadly, Goldberg’s text illustrated how popular culture and celebrity 
endorse a global discourse of wellness characteristic of the happiness industry, which 
Ahmed described. In addition, an examination of the Beatles’ journey delineates a desire 
for a unified world consciousness as part of an encounter with the non-Western world. 
An example of this appears in Gillian Bartlett’s video documentary, The Beatles: Parting 
Ways—Maharishi Mahesh Yogi (2010), wherein a male announcer offers closing 
comments during the first North American Yogic Flying Competition. He shared, “We 
gave you a glimpse today of the Maharishi technology of the unified field for creating 
coherence in consciousness and in the whole of world consciousness.” The announcer’s 




to help rescue the world at large. In this example, the use of transcendental meditation is 
assumed to support a global aim of creating a coherent and unified world consciousness.  
Figure 2. The Beatles with the Maharishi in India, 1968 
 
The Search for Happiness as a Political, Social, and Pedagogical Problem 
The promise of happiness, the invention of the Orient, the tourist, a desire for a 
unified Global consciousness…what do these themes and constructs mean with regard to 
social development and how do they imprint agendas for education, schooling, and 
curriculum? How does this impact the way each of these concepts is inscribed on 
curriculum or the teacher-student relationship? How do these constructs influence the 
readings and makings of curriculum and the ways that certain concepts are legitimated 
within larger educational goals and policies? Through gradual awareness, I now 
recognize my actions as part of unintended choices within a larger discursive predicament 




unhappiness and imposed notions of global competition and dominance. The discursive 
predicament of (un)happiness does not turn toward a critique of the larger context where 
it is situated. It is unaware of its historical positions of power. It has yet to explore the 
difficult curricular histories of the United States, or the decades of long political struggles 
for equity, identity, and agency experienced over generations by its participants. This 
discursive predicament of (un)happiness has yet to recognize that many of us are already 
mindful of our feelings and frustrations and are responding fittingly to them. But more 
importantly, the discursive predicament of (un)happiness has yet to develop an 
understanding for the knowledges, past, present, and future, that are obstructed or 
obscured by its position, and knowledge fields, as part of a larger colonial project.  
There is work to do in examining how the global culture of happiness links to 
decision-making in education for marginalized students, how this maps onto the 
developing trend of centering mindfulness in the lives of youth who have been labeled 
“at-risk,” and how youth are strategically attached to the discursive forces and 
entanglements shaping their life. Therefore, this preface has oriented me toward a starting 
point from which to investigate how discourse communities grapple with similar 
questions in local contexts. I look toward schools that are making conscientious decisions 
about student wellness with student identities, histories, and agencies in mind. As 
described, I have conceptualized this investigation in concentric layers: First, in briefly 
providing a backdrop of the larger global preoccupation with homogeneity and happiness 
in the preface as a possible outer rung. Next, in the framing of the dilemmas situated in 
the contemporary mindfulness movement in education, and the predominant fields and 




Thirdly, by inquiring about the ways that language and meaning-making of one locally 
situated discourse community could create or close down wide-ranging possibilities for 








Mindfulness has woven through American popular culture for decades, named 
and unnamed, formally and informally, as an enduring concept aimed at reforming 
individuals and organizations as well as public and private spaces. In 2014, CBS’ 60 
Minutes with Anderson Cooper explicated Americans on how to achieve mindfulness 
(Cetta, 2014), while a recent New York Times article critiqued the hygienic stripping 
away of secular notions from which mindful practice originates, so that it could be 
pushed as a form of market capital (Heffernan, 2015). As it has been celebrated and 
critiqued, mindfulness has incurred varied definitions depending on the set of beliefs 
from which it is contextualized. Though the social practices associated with mindfulness 
may have stemmed from deep-rooted spiritual traditions in contemplative cultures, as 
well as the prayerful rituals of structured religion, a contemporary and more secular 
notion of mindfulness has emerged in the United States. One of the field’s leading 
scholars defined mindfulness as “[an] awareness that arises through paying attention, on 
purpose, in the present moment, non-judgmentally…. It’s about knowing what is on 
your mind” (Kabat-Zinn, 2003, 2017, p. 1). As such, these popularized notions frame 
what is and is not mindful, and who is and is not mindful (by proxy), while such practices 
and programs urge us to be more mindful professionals, family and community members, 
and consumers (Langer, 1989). In building a rationale for the current study, this chapter 
illustrates how mindfulness-based interventions (MBIs) in education originated and how 





designed to attend to social and behavioral concerns for youth who have been labeled  
“at-risk” (Brown, 2016). 
Social Emotional Learning and Mindfulness as a Global Movement 
     Children’s social and emotional development has often been called the 
“missing piece” of America’s education system. Yet, a large body of research 
shows that social and emotional learning (SEL) approaches—such as those that 
teach self-awareness, self-management, social awareness, relationship skills, and 
responsible decision-making—are associated with students’ long-term academic 
and career success. (Gayl, in CASEL, 2017, p. 1) 
 
Over the past 5 years, the Collaborative for Academic, Social, and Emotional 
Learning (CASEL) Collaborating States Initiative (CSI) has led all 50 states in adapting 
the Social Emotional Learning (SEL) core competencies in State Learning Frameworks, 
strategic plans, and policies (CASEL, 2017). These SEL core competencies are also 
reflected in the 2015 ESSA (Every Student Succeeds Act), and subsequent SEL-related 
bills, H.R. 1864 and H.R. 2544, authored by Congress. Joining CASEL in 2016, the 
National Commission on Social Emotional and Academic Development (NCSEAD) 
“unites leaders from multiple sectors, including education, research, business, health, and 
the military to advance a broader vision of education success” (National Commission on 
Social, Emotional, and Academic Development, 2018). As the major organizers and 
funders for SEL curriculum development in the United States, groups like CASEL and 
NCSEAD have also joined a global network of expertise and governance (Ball, 2012a) 
around SEL comprised of research, district partnerships, policy leaders, and leading 
scientists. Alongside the United States, the SEL movement in education has become 
increasingly more popular among industrialized nations. For example, an American-





development of its work on a 2015 report from the international policy forum, 
Organisation for Economic Co-operation and Development (OECD). OECD’s more 
familiar “PISA-based Test for Schools [was formulated] to help schools compare 
themselves to international standards,” but they have also worked to expand their tests “to 
include factors like problem-solving and well-being” (Williamson, 2018, p. 2). OECD’s 
(2015) report The Power of Social and Emotional Skills “highlights a nine-country 
analysis that found there is a common set of skills that seems to matter across cultures—
including self-esteem, self-efficacy, and sociability” (What Is SEL?, 2018). The OECD 
study argued toward a global discourse of 21st century readiness skills at an international 
scale as part of a larger policy context (Williamson, 2018), thus further bolstering the 
claims for social emotional development among curriculum designers and policy authors 
at a national scale, such as the Committee for Children, who forwarded the idea that 
“these skills consistently affect outcomes like college completion, job attainment, health, 
and civic engagement” (What Is SEL?, 2018).  
As part of this global expansion, mindfulness-based, social emotional learning 
initiatives have emerged as one of the most popular dispositions and approaches within 
the SEL movement, with mindfulness trainings for educators being made available 
worldwide through organizations such as MindfulEducation.teachable.com (2019), which 
features mentorship from across the OECD and CASEL network (How This Program 
Will Benefit You, 2018). Williams and Kabat-Zinn (2011), two prominent figures in 
mindfulness studies, noted, “Integrating mindfulness-based approaches into medicine, 
psychology, neuroscience, healthcare, education, business leadership, and other major 





such integration have become the subject of critique within the curriculum studies field in 
more recent years, as in a 2016 internationally authored colloquium contesting the effects 
of OECD’s (2015) SEL report in early childhood education (Moss et al., 2016). The 
authors pushed back against the “comparative testing regimes” from powerful 
organizations such as OECD, which generated “the ever-increasing governing of children 
and the adults who live and work with them” (p. 11). In this case, the authors considered 
how the technocratic approach to social emotional learning made by organizations like 
OECD “[implied] that what it concludes and recommends is self-evident, objective and 
uncontestable” (p. 6). Their study regarded OECD’s approach, and the omission of other 
perspectives, as counter-intuitive to the concepts of self-awareness and mindfulness, 
which the OECD network attempted to promote.  
Despite such critiques, the enveloping of mindfulness within the larger SEL 
movement continues to grow rapidly. In OECD’s (2018) report framing updates to Social 
and Emotional Skills, Well-being, Connectedness and Success, mindfulness is centered in 
this movement as an adaptive skill essential to navigating a rapidly changing global 
workforce:  
     We know that preparing students with technical or academic skills alone will 
not be enough for them to achieve success, connectedness and well-being 
whatever endeavours they wish to pursue. Social and emotional skills, such as 
perseverance, empathy, mindfulness, courage or leadership are central to this. We 
are born with what political scientist Robert Putnam calls bonding social capital, a 
sense of belonging to our family or other people with shared experiences, cultural 
norms, common purposes or pursuits. But it requires deliberate and continuous 
effort to create the kind of binding social capital through which we can share 
experiences, ideas and innovation and build a shared understanding among groups 
with diverse experiences and interests, thus increasing our radius of trust to 






Accordingly, mindfulness has taken stock in American education as an enduring 
concept and approach aimed at reforming teachers, students, and schools. Desires for a 
more mindful teaching force and more mindful students clearly imprint agendas for 
policy and curriculum, with standardized mindfulness curricula and mindfulness 
dispositions as the emphasis. With this in mind, school context is not a center point, but 
rather generalized as able to adapt these curricular interventions across various contexts. 
As discussed, CASEL has been instrumental in providing SEL standards for all 50 states 
through their Collaborative States Initiative (CSI). Correspondingly, CASEL and 
NCSEAD have lobbied policymakers for federal efforts to increase the funding, research, 
and “assessments that accurately and constructively measure SEL” (CASEL, Policy, 
2018). To debate this effort, Williamson (2018) argued that the social-emotional skills 
programs written to address these standards “emphasize the psychometric science of 
‘personality’ measurement” (p. 2). He furthered that “the core idea behind many 
[programs] is that the ‘non-cognitive’ aspects of learning are fundamentally linked to 
academic progress and to a range of social and economic outcomes, such as productivity, 
labour market behaviours and overall well-being” (p. 2). Though Langer’s (1989) 
cognitive model of mindfulness focused on material problem solving in the physical 
world rather than structuring participants’ contemplative interior (Baer, 2003), the 
predominant concept of mindfulness advanced by CASEL and affiliated organizations 
“often are directed toward the inner experiences of the individual” (p. 126). Since 
mindfulness has been precariously placed within the category of ‘non-cognitive’ skills, 
this grouping marks curriculum that is non-academic as social and emotionally centered. 





more likely. As such, the level to which students, teachers, and schools can be assessed 
and measured as mindful is now linked to accountability measures in U.S. schools 
(CASEL, Student Success Skills, 2018).  
As Abramowski (2018) explained, “We are talking about policies that focus on 
the cultivation of a centered, relaxed and positive interiority without touching the 
material working conditions” (p. 1). Rather than teachers, families, and communities, 
network leaders such as CASEL and NCSEAD have framed and defined the 
competencies, approaches, and goals for students’ social emotional learning in 
elementary and secondary classrooms over the past 2 decades. Such dispositions are 
deeply established in (re)framing students’ inner worlds. For example, one of the core 
competencies in CASEL’s (2017) framework has been termed as self-awareness (a term 
also discussed Moss et al.’s [2016] critique). Following forthcoming self-awareness 
discourses through policy and practice helps to outline some of the ways self-awareness 
maps on to concepts of mindfulness (and vice versa) through MBIs and curricula. Self-
awareness was defined by CASEL as “The ability to accurately recognize one’s own 
emotions, thoughts, and values, and how they influence behavior. The ability to 
accurately assess one’s strengths and limitations, with a well-grounded sense of 
confidence, optimism, and a ‘growth mindset’” (Core SEL Competencies, 2018). In 
reflecting on Kabat-Zinn’s (2003) definition of mindfulness alongside of CASEL’s 
definition of self-awareness, it may be noticeable how the embedded concept of being 
mindful, or being purposefully self-aware of one’s thoughts, is inscribed with similar or 
perhaps synonymous meaning. The norms of mindful and self-aware behaviors and 





Abramowski (2018) argued that “In the emotional educational policies that are currently 
being implemented, the teaching profession is desacralized” (p. 1). These norms created 
by such policies are further legitimated by the predominant social emotional discourses, 
which delineate “those with the right human capacities” (Schleicher, 2018, p. 3) and 
“those who are insufficiently prepared” (p. 3) to experience wellness, connectedness, and 
success. 
Yet, this predominant adaptation of being mindful conflicts with an understanding 
held by some scholars and practitioners that “mindfulness is more about process than it is 
about product” (Berila, 2016). Scholars like Shirley and MacDonald (2016) framed a 
countermovement to the standards and assessment imperatives of accountability, as well 
as pressing issues of school inequity and student inequality, by way of a “quiet 
revolution” (p. 2). They have termed this revolution Mindful Teaching. The authors’ 
noted, “We are witnessing the gradual, iterative, painstaking emergence of new ideas and 
practices. These emphasize balance, well-being, sustainability and integrity are distilled 
into one overarching term: mindfulness” (p. 2). In this example, mindfulness took shape 
as a “slowly emerging cultural evolution to a deeper form of educational inquiry” (p. 2). 
Though Shirley and MacDonald (2016) said that “teachers perform when they feel they 
must comply with external conditions that they have not chosen” (p. 3), being a mindful 
teacher is not categorized as a performative identity in the way that alienated teaching or 
non-mindful teachers have been described. In their example, working against the larger 
global and national structures that regulate teaching and learning requires engagement in 
a contemplative and inquisitive process. They asserted that social learning is dependent 





social justice scholars and educators have taken up the principles and practices of 
mindfulness toward the social transformation of neighborhoods and youth (Holistic Life 
Foundation, 2017; Owens, Williams, & Syedullah, 2016). Though race is a central 
category in this social transformation movement, like Shirley and MacDonald, these 
scholars discussed mindful practice as part of a lineage and a process of “transcend[ing] 
dominant social norms and “deliver[ance] into collective freedom” (Owens et al., 2016, 
p. xi).  
To further complicate the argument, Abolitionist scholar Bettina Love (2019) 
noted that there is an overemphasis on seeking out specific criteria for students’ social 
and emotional learning. She described how the character qualities that policy and test 
makers are looking for in students, particularly students with ancestral legacies of slavery 
and incarceration, already have the resilience and awareness that SEL interventions seek 
to cultivate. Love (2019) protested:  
     Character education has been around since the development of education in 
America…. At face-value character education seems harmless, and I am sure we 
can all agree that children need good qualities to be successful in life, regardless 
of how you define success, but character education is anti-Black and it has 
replaced civics education in our schools. Students no longer learn how to be 
informed and active citizens…. Instead they learn how to comply and recite 
affirmation about their grit. (pp. 69-70) 
 
It can be contended that Love’s (2019) perspective connects SEL to character education, 
which holds a longer historical legacy in education than SEL does. In fact, one might 
consider SEL an extension of the character education in its purpose to reform student 
characteristics. In tracing the educational history of curriculum, Kliebard (1995) traced 
the emergence of social efficiency as a curricular theory at the turn of the century. He 





and how “the curriculum became the instrument through which the aims were to be 
achieved” (p. 98), and with this, “the decline of the influence of family” (p. 80), 
positioning schools as better informed to instill social habits and obedience. The social 
efficiency theorists pushed for a universal human theory, which stated that “however 
numerous or diverse they may be for any social class, they [abilities, habits, 
appreciations, and forms of knowledge needed for success] can be discovered” (Bobbitt, 
in Kliebard, 1995, p. 99). Love’s argument brought light to the normalizing and white-
washing nature of this historical discourse. Like Brown (2016), who contested the social 
construction of risk in education, Love’s (2019) work illustrated education’s 
preoccupation with character deficits as a justification for specific curricular movements. 
However, Love argued, the overemphasis on character to ameliorate a perceived 
achievement gap has attributed to a “civic empowerment gap” (Levinson, in Love, 2019, 
p. 70) for our nation’s youth.  
Mindfulness as a Curricular Aim in the United States 
Mindfulness holds value and significance as a transformative concept among 
allied educational and psychology movements such as contemplative pedagogy 
(Association for Contempative Mind in Higher Education [ACMHE], 2018; Berila, 2016; 
Brady, 2007), consciousness-based education (Dillibeck, 2011; Maharaj-Sharma, 2008), 
mindfulness-based cognitive therapy (MBCT) (Dimidjian, Kleiber, & Segal, 2010; 
Morgan, 2003), and mindfulness-based stress reduction (MBSR) (Kabat-Zinn, 1990; 
2003). Like Shirley and MacDonald (2016), Zajonc (2013) noted that contemplative 





has taken place in [educational institutions] across the United States and increasingly 
around the world” over the past 15 years. In mapping the dispersion of contemplative 
thought through education, scholar Oren Ergas (2018) writes: 
     Throughout the twentieth century and in contemporary times, contemplative 
practices and worldviews have been migrating over the globe as practices 
originating in places, such as East-Asia (e.g. yoga, meditation), have been adopted 
in other parts of the world and especially in Western industrialised countries (De 
Michelis 2004; Morgan 2015). This migration does not only concern a literal 
movement over the globe. It is also a ‘conceptual’ migration in which 
practices once associated with the domains of spirituality and religion, have 
increasingly been accepted within secular contexts such as hospitals and 
psychological clinics (Kabat-Zinn 2005; Segal, Williams, and Teasdale 2013), 
neuroscience labs (Davidson et al. 2012), and pubic educational institutions 
(Schonert-Reichl and Roeser 2015). These literal and conceptual migrations have 
been charging ‘contemplation’ and ‘contemplative practices’ with diverse 
meanings and interpretations. (p. 1) 
 
However, one common thread among the studies generated by these groups is the 
integration of mindfulness practices into various institutional settings through the use of 
mindfulness-based interventions (MBIs). MBIs are used for individuals who may be 
experiencing issues or limitations with their physical health, work performance, or 
emotional well-being and overall wellness. Kabat-Zinn, founder of the MSBR approach, 
wrote that the empirical and methodological work informing the curriculum of MBIs is  
an acknowledgement of the universal longing in people for happiness, well-being, 
resilience, and peace of mind, body, and soul, and how that longing might be 
effectively met, honored, and mobilized for transformation among program 
participants. (Kabat-Zinn, 1990; Santorelli, 1999)  
 
Here, Kabat-Zinn’s (1990) argument for mindfulness as an individualized wellness 
intervention connects back to the globalization discourse framed in the Preface. In 
analyzing this quote, one can assume that all individuals long for happiness, and that 
MBIs are offered as an antidote toward that aim. Individuals are framed as longing for 





transformation. As the foremost leader in the contemporary field of mindfulness research, 
Kabat-Zinn’s framing of this transactional relationship incited a predominant discourse 
about the problems that mindfulness attempts to solve. The resulting intervention is 
located in the individual’s interior thinking and ways of being.  
The efforts of contemplative pedagogy have also been named as a curricular 
counter-movement across educational settings (Ergas, 2018). Within elementary and 
secondary education, mindfulness is often intertwined and indiscernible with yoga across 
various curricular examples, though some curricula act as a standalone guide for 
mindfulness-based practices only. Many MBIs operate as dosage-based behavioral 
interventions, which are attributed to specific durations and frequencies of administration 
or practice. This approach targets specific behaviors, such as classroom outbursts, with 
specific outcomes, such as less disruptive behaviors. Interim school-based MBIs have 
been attributed to increased student achievement and the improvement of teacher stress 
and wellness (Ergas, 2018). Aligning with CASEL’s (2018) skills promotion program for 
Student Success Skills, the use of similar dosage-based interventions have reinforced the 
development of cognitive, self-awareness skills, and the managing of emotions, which 
show some improvement in standardized test scores for elementary students (León, 
Villares, Brigman, Webb, & Peluso, 2011), although the work of larger organizations like 
CASEL view contemplative curriculum and MBIs through a more results-driven lens, 
contemplative pedagogy  
offers to its practitioners a wide range of educational methods that support the 
development of student attention, emotional balance, empathetic connection, 
compassion, and altruistic behavior, while also providing new pedagogical 
techniques that support creativity and the learning of course content. (Zajonc, 






Thus, the use of mindful practices by teachers and the use of MBIs for students have 
proliferated rapidly, particularly in areas where there is evidence of stress, lack of focus, 
a need for self-awareness, or ill-at-ease behaviors throughout educational contexts. As 
such, the principles and practices of mindfulness have been assimilated to both cantilever 
and reinforce the pace and demands of today’s educational climate. 
Reform Policy and Student Risk 
As discussed, an investigation of school reform policy at global and national 
scales often indicates how schools manage various goals for student adjustment and 
achievement (Haynes, Emmons, & Ben-Avie, 1997). These larger reform goals 
ultimately steer the direction and purpose of MBIs for students today, although the 
impetus for many current studies in social emotional interventions such as mindfulness 
can also be traced back to benchmark educational studies, which first connoted “at-risk” 
students as the main focus for these interventions. A review of foundational educational 
studies, such as the Coleman Report (1966) and the Elementary and Secondary Education 
Act (ESEA) of 1965, offers a glimpse at the ways in which risk emerged as a marker in 
educational discourse. The information detailed in Coleman’s Equality of Educational 
Opportunity report, which brought forth the delineation of the achievement gap, “would 
be wielded by conservatives and liberals alike to argue differing agendas for education 
for decades to follow” (Dickinson, 2016). In her book After the “At-Risk” Label, Brown 
(2016) provided an in-depth analysis of federal policy in the United States and how each 
policy attempted to address student risk and achievement during the Civil Rights era. 
President Lyndon Johnson’s 1960s “War on Poverty” sought to remedy poverty “and its 





the presumptions defining “at-risk” populations stuck to the discourses informing the No 
Child Left Behind (NCLB) (2001) and the Every Student Succeeds Act (ESSA) (2015). 
In her analysis of these policies, Brown (2016) highlighted “the context of a key 
emergent theme: losing international/global prominence and national vitality. This theme 
reflects a fundamental danger: losing future social, economic, and/or political national 
influence/competitiveness” (p. 55). 
With the nation’s “once unchallenged preeminence” at stake (see NAR, 1983, in 
Brown, 2016), an emphasis on interventions for vulnerable and marginalized youth 
populations is further aligned with policy, psychology, and public sector discourse. The 
presiding ESSA (2015) functions in “identifying and supporting students most at risk of 
school failure” and improving “instructional practices for developing relationship-
building skills, such as effective communication.” This is compounded with “the way 
psychology organizes thought about who youth are, should be, and who does not fit 
inscriptions of youth and development” (Popkewitz, 2012, p. 59). Ramlow (2012) also 
pointed to the “normative, regulatory, and moralizing discourses that characterize mass 
media and public sphere discussions” (p. 273) of youth behaviors and risk as reasoned by 
Popkewitz. Still, the Obama Administration’s (2015) ESSA, which replaced the NCLB 
(2002) Act, has afforded more leeway in the way states and schools choose to address 
these concerns. One group of prominent SEL researchers described this as a “paradigm 
shift [which] allows policymakers to develop comprehensive strategies that take into 
account all aspects of children’s learning and development, including social-emotional 
skills, that are instrumental for success in school and in life” (Durlak, Weissberg, 





NSEAD, and OECD have played strong roles in providing these supports (ESSA, 2018), 
maintaining a specific focus on transforming underperforming students rather than 
questioning the larger social, cultural, and economic structures affecting students.  
Therefore, policies and public discourses like those described have placed 
students on a deterministic path of failure and contributed to “the proliferation of labeling 
in American schools” (Vasudevan & Campano, 2009, p. 322). Vasudevan and Campano 
(2009) underlined that labeling norms have “garnered ample critique” (e.g., Hudak & 
Kihn, 2001), particularly in light of increased high-stakes testing and an era of 
accountability as measurement (p. 322). They argued that such labeling rationale tracks 
student (in)ability, thus creating hierarchy among students. Hudak and Kihn’s (2001) 
book, Labeling, Pedagogy & Politics, illustrates a few examples of the way such labels 
are affixed to our identities with weighted social meaning affecting how social actors 
respond to youth, knowledge, and schooling. In exploring the social and historical 
context of the “at-risk” label, Brown (2016) explained, “While many believe this is 
necessary in order to meet these students’ needs, an outcome of this categorizing process 
is that these students by virtue of their often non-normative race, social class, language, 
and/or ability identification get positioned as deficient and in need of specialized 
treatment” (p. 5). Thus, the discourse of contemporary school reform has revolved around 
supporting students in transcending a morally and intellectually impoverished home life 
(Popkewitz, 1997). Vasudevan and Campano (2009) delineated further around 
delinquency and deficit discourses that “situate risk as an inherent trait of families and 
communities, rather than identifying inherent conditions that create risk” (p. 316). In 





contrasting messages of reported improvement outcomes, seemingly productive reform 
frameworks, and the positivistic and interventionist discourses they include. Further 
analysis of mindfulness and its enfolding with risk discourses is discussed in Chapter II. 
Curricular Roots and Limitations 
At face value, mindfulness practices have shown positive benefits for a broad 
range of participants in a variety of institutional settings (Baer, 2003). Nevertheless, it is 
important to revisit the relationship between the claims made from results like those 
mentioned from CASEL’s school-based Student Success Skills study (León et al., 2011), 
or lauded results coming from a recent cluster of mindfulness-based cognitive therapy 
(MBCT) clinical studies for addressing anxiety, depression and addiction, which relied 
on the testing of specific subgroups, mainly those from vulnerable and/or under-
represented populations. In consideration of “how schooling might better address 
education for all students, particularly those positioned as underachieving” (Brown, 2016, 
p. 1), it should be emphasized that a large majority of the foundational MBIs in education 
originated in the late 1990s and continue today as cognitive interventions designed to 
attend to social and behavioral concerns for youth who have been categorized as “at-risk” 
(Greenberg et al., 2003; Greenberg & Harris, 2012; Mendelson et al., 2010). Thus, a 
deficit and risk discourse undergirds such reforms.  
The proliferation of this type of social reform discourse may have also been 
influenced to some degree by the educational reform imperative A Nation At-Risk 
(NCEE, 1983) and Langer’s (1989) Theory of Mindfulness, and extended by Goleman’s 
(1995) conceptualization of emotional intelligence. These three influential texts 





emotional amelioration. Educational researcher Comstock (2015) argued, “One starting 
point for tracing the rise of the contemporary accountability movement is the 1983 
publication of A Nation at Risk, a report written by Ronald Reagan’s National 
Commission on Excellence in Education, which warned in dire tones of a ‘rising tide of 
mediocrity across American schools” (p. 17). Shortly thereafter, new studies emerged 
drawing mindfulness out of both clinical and secular American-Buddhist domains and 
into the public education sector, mainly through the work of psychologists (Baer, 2003).  
The major implications from Langer’s (1989) Theory of Mindfulness and 
Goleman’s (1995) theory of emotional intelligence seem to have strongly shaped 
contemporary discourse of cognition and emotions. Though clear distinctions are often 
made between Langer and Kabat-Zinn’s (1982) work on mindfulness (Baer, 2003), the 
demarcation of mindfulness and mindlessness in Langer’s work is significant to this 
discussion. In Langer’s (1989) treatise of social psychology, she “suggests that it is 
worthwhile to reconsider the concepts of mindlessness and mindfulness and refine (and 
even revise to some extent) our understanding of these basic modes of human life”  
(p. 137). Langer argued that “mindlessness holds the world still and prevents an 
awareness that things could be otherwise,” wherein “people overly depend on structures 
of situations representative of the underlying meaning without making new distinctions” 
(p. 137). Langer’s definitions inferred a static framing of given circumstances and a type 
of resistance toward something when articulating the concept of mindlessness. This is 
important to consider in research pairing mindfulness and resilience in education (e.g., 
Jennings, Snowberg, Coccia, & Greenberg, 2011; Meiklejohn et al., 2012), which work 





goal of attending to the obligations of schooling and success. In this case, the reframing 
of difficulty is ascribed to mindfulness. A binary of mindful and mindless is insinuated in 
both the social psychology and educational research literature described here.  
It could be further argued that some mindfulness approaches “may be misusing 
spiritual beliefs to defend emotional repression” (Cashwell, Glosoff, & Hammond, 2010, 
p. 2), leaving mindfulness an important area to reconsider in the contexts and lived 
experiences of vulnerable, marginalized, and/or “at-risk” youth. As in the psychology and 
educational scholarship mentioned above, brain and behavioral scientist Daniel Goleman 
(2005) also focused on unconscious behaviors that hijack rational cognitive functioning. 
During the early 2000s, Goleman joined several prominent researchers alongside the 
Dalai Lama in examining how to foster emotional balance and decrease “destructive 
emotions” (Goleman, 2003, in Jennings, 2015, p. 200). During this study, “Paul Ekman 
was inspired to develop an intervention that blended emotion skills training from Western 
psychology with Eastern contemplative practices” (Jennings, 2015, p. 200). Teachers 
were among the first group of test subjects for subsequent studies “because researchers 
recognized that teachers have to cope with a great deal of emotional stress and that their 
emotions can and do affect their students, positively and negatively” (p. 200). Therefore, 
it is of little surprise that in a nation at risk, much of the cognitive and MBI work that 
transferred to education had been fundamental in clinical studies addressing issues of 
chronic disease, emotional distress, and self-harm:  
     The empirical literature on the effects of mindfulness training contains many 
methodological weaknesses, but it suggests that mindfulness interventions may 
lead to reductions in a variety of problematic conditions, including pain, stress, 
anxiety, depressive relapse, and disordered eating (e.g., Kabat-Zinn, 1982; Kabat- 
Zinn et al., 1992; Kristeller & Hallett, 1999; Shapiro, Schwartz, & Bonner, 1998; 





The research and expertise from clinical scholars like Kabat-Zinn, Goleman, and 
Langer quickly found new purpose in the education field. Such scholars have grown as 
some of the more prominent names in the mindfulness field today, and their foundational 
theories about cognition and mindfulness have deeply shaped the educational SEL 
paradigm.  
Despite their reported success, the direction of research and implementation for 
SEL, MBIs, and associated deficit-curriculum approaches (Au, Brown, & Calderón, 
2016) raises questions toward the frequent use of normalizing categories for personality, 
expression, and emotion (Abramowski, 2018; Williamson, 2018). In his analysis of the 
OECD character categorization, Williamson laid caution to OECD’s claims “that the 
five-factor structure of personality characteristics can be generalised across cultures and 
nations [and] is suitable for describing socio-emotional skills in both children and 
adults.” (p. 5). OECD emphasized a five-factor model of personality development by way 
of “openness, conscientiousness, extroversion, agreeableness and neuroticism (OCEAN)” 
(Williamson, 2018, p. 6). Williamson added, “It is of course clear that the OECD’s SSES 
(The Study on Social Emotional Skills) categories map exactly on to the five factor 
personality categories, with ‘emotional stability’ standing in for ‘neuroticism’” (p. 6). 
Recounting Abramowski’s (2018) critique offers a reminder of how SEL, behavior, and 
character education programs that promote mindfulness also mirror global, national, and 
state policy objectives. She noted how these objectives “point to a functional emotional 
training to the requirements of the labor market and a social discipline that tries to 
camouflage itself behind a candid emotional patina” (p. 8). Likewise, school-based MBIs, 





psychosocial policy concepts, which are derived from OECD’s (2017) preceding data sets 
for the SSES. The use of cross-cultural survey methodology influencing the creation of 
SEL policy have (re)established such personality categories as assumed norms. 
Nonetheless, MBIs have reflected a similar emotional discourse and psychology rationale 
for addressing student (un)wellness with the aim of accommodating overarching reform 
initiatives.  
School Reform: Mindfulness and Social Justice  
The connections between mindfulness learning and larger curricular campaigns, 
such as those for increasing literacy, STEM, or social justice learning, also remain under-
critiqued. Contemplative social justice scholars like Berila (2016) and Owens et al. 
(2016) have recently started to raise questions about how mindfulness is governed and by 
whom and for whom. Schools and community groups have begun to inquire about how 
mindfulness practices can be employed to support more specific social justice agendas for 
students in high-need schools or with significant health needs such as trauma care. 
However, Berila (2016) argued that discussions of social justice in mindfulness teaching 
and learning remain in the margins, while larger curricular regimes like mindfulness and 
SEL produce constraints through conforming to social and cultural homogeneity (p. x), 
thus curtailing the opportunity for cultural variances, nuances in language, emotional and 
physical expression, and the translation of feelings and behaviors in schooling spaces. As 
a language analyst, Fairclough (2003) pushed for the inclusion of language data as a way 
to engage a social analysis of how such ideas are legitimated. Fairclough noted how 
“legitimation, as line of inquiry, offers a marker of purpose…. [Allowing the inquirer to 





procedures” (p. 98). If mindfulness curricula attempt to make the interior visible to the 
exterior (Abramowski, 2018; Ellsworth, 2005), could employing the theoretical tools of 
CDA scholars such as Gee (1990), Vanleewun (1999), and Fairclough (2003) start an 
investigation of the meaning-making of mindfulness through a different lens? As a 
critical researcher, I have speculated about the kind of interior we are asking of students, 
the ways we have asked this to be made visible to teachers, and how this is further 
politicized by power and different positionalities of students, teachers, and myself as a 
researcher. 
Student Reform: Mindfulness and Literacy 
After the release of A Nation at Risk (1983) report, literacy skill building 
spearheaded the critical emphasis on student success as part of national school reform 
goals. With student outcomes decreasing most significantly in the areas of English and 
verbal SAT scores, the advancement of reading and writing skills figured most 
prominently in the attempt to remedy a nation at risk. The public desire for mindfulness 
in today’s schools can be traced in a parallel fashion to literacy by examining its role in 
the conversely formulated A Nation at Hope (ASPEN, 2019). In this current rebranding 
of our nation’s schools, mindfulness is part of a prerequisite layer of social emotional 
learning that has been deemed necessary for students’ academic growth.  
     Across the nation, communities are redesigning schools to support how 
students learn best. These communities recognize from intuitive experience, 
backed by a solid body of scientific evidence, that learning happens best when 
social, emotional, and cognitive growth are connected. By taking a more balanced 
approach to teaching and learning that develops the whole child, these local 







Akin to the literacy aims of the 1980s, developing SEL and mindfulness in students 
connotes a silver-bullet approach to remedy academic underachievement, and carries 
hope for student employability in the future, among other weighty goals (Berila, 2016; 
CASEL, 2018).  
Yet, mindfulness and literacy interventions share more than the potential for 
elevating student achievement outcomes. To some degree, being mindful, like being 
literate, has been imbued with a power struggle centered on the notion of demonstrating 
legitimized forms of mindfulness made visible to the outside observer (Abramowski, 
2018; Ellsworth, 2005; Janks, 2010). Thus, students’ social and emotional behaviors are 
tracked across a spectrum of developmental competencies. Due to an increased fixation 
with measuring SEL as part of today’s schooling frameworks (Williamson, 2018), there 
are varied degrees and contestable terms through which mindfulness is tracked. Like 
reading and writing literacy, mindfulness exercises both a set of cognitive skills and a set 
of practices alongside “competing definitions of literacy and competing approaches to 
teaching it [which] have divided the field” (Janks, 2010, p. xiii). Therefore, the purpose 
and need for mindfulness may shift throughout schooling contexts. As a result, students 
“lacking the legitimate competence are de facto excluded from the social domains in 
which this competence is required’” (Bourdieu, in Janks, 2010, p. 133). For students, 
these social domains can be considered the public spaces where they must share, learn, 
and communicate with fellow students and teachers. In these spaces, students are also 
bound to school discipline frameworks, which specify certain behavior codes and  
social competencies as set by the presiding language and discourses of the school. 





across a variety of counter-movements moored in the tenets of self-empowerment, self-
care, as well as cultural and social justice (Berila, 2016; Owens et al., 2016). This 
separation mirrors a discussion of the conflicts between competing interpretations of 
mindfulness and its purpose, such as those between the social justice and social 
compliance views of Berila (2016) and Schleicher (2018), discussed in Chapter I, and the 
cognitive versus non-cognitive theories of Langer (1989) versus Kabat-Zinn (1990), 
discussed previously. 
Statement of the Problem and Rationale 
Mindfulness is not a new concept. Educators have been working on harnessing 
directions for students’ social development since the new American curriculum emerged 
in the 1890s (Kliebard, 1995). Abramowski (2018) also noted that the history of 
emotional socialization “remains—and exceeds these pages—[in tracing] a fine 
genealogy that begins with the moral teaching manuals of the 19th century and reaches 
the 21st century” (p. 6). As in this introductory discussion, and throughout the remainder 
of this study, I inquire about how students and teachers could make such attitudinal 
contents of the mindfulness and SEL movements more visible. Abramowski (2018) 
argued:  
     Our emotional world is crossed by normativities, mandates and regulations. 
We live in continuous dialogue with what the sociology of emotions calls 
‘emotional rules’: we learn to mean, manage and express emotions. And the 
school contributes and has contributed to this. The proposals for emotional 
education, emphasizing self-regulation and adaptation, are clearly linked to the 
more conservative tradition of school moral education. (p. 6) 
 
Therefore, I contend that mindfulness, and its resulting curricular aims, are part of this 





students among its varied meanings. Mindfulness also works in a polemical relationship 
with risk throughout a variety of school policies and youth-focused interventions, as 
evidenced in this chapter. Since mindfulness, and the degree to which one is mindful, 
carries strong social desirability in schools, it represents a powerful discursive production 
in need of further examination (Fairclough, 2003). 
This study examined one discourse community to analyze its curricular discourse 
in order to further understand how mindfulness is legitimized in local contexts. As such, I 
problematized the global policy notions of “those with the right human capacities” 
(Schleicher, 2018, p. 3) centered in the makings of SEL and mindfulness curricula. I 
argue that standardized mindfulness curricula in many of today’s school settings serve as 
oversimplifications of the way feelings and emotions should be experienced and 
contextualized for/with/by students (Williamson, 2018). Previous studies have centered 
on how mindfulness works, which approaches are sanctioned under authoritative, 
disciplinary knowledges, and networks, and which outcomes remain the most promising 
based on policy-centered goals. However, these studies have not considered local, 
communal, and familial knowledges in the makings of curriculum, including the 
theorizing of collaborative practices that comprise agentive, school-based decision-
making as curricular discourses communities (Bazerman, 2009; Rogers & Mosley 
Wetzel, 2014b). Nor have existing studies considered the way that mindfulness 
interventions work to reform (or not) individuals rather than examining the social stigmas 
attached to risk, or taking stock of structures that potentially undermine students’ well-






As a former public school teacher who once bought into such curriculum with 
little question, I have remained curious about modes of research that frame students and 
teachers in historical contexts and challenge assumptions about the ways that concepts 
such as mindfulness and at-risk are discursively produced (Fairclough, 2003). While 
developing this study, I wondered about reflexive methods of study that analyzed the 
meaning-making of curriculum, and made visible the commitments, assumptions, and 
practices of the curricular community for further examination (Popkewitz, 1997). I 
surmised that an inquiry into the ways that language and meaning-making inform 
curriculum at a local level could contribute to an expanding conversation of how 
marginalized youth and wellness discourses are entangled in issues of education 
(Campano et al., 2016; Janks, 2010; Lesko & Talburt, 2012).  
Purpose of Study and Research Questions 
By utilizing the meaning-making of discourse communities, this study framed the 
shared, collective practices that make up the curricular decision-making in one school 
through an analysis of the “words, acts, beliefs, attitudes, social identities as well as 
gestures, glances, body positions and clothes of its participants” (Gee, 1990, p. 142, in 
Janks, 2010, p. 55). Curriculum as Discourse recognizes the “saying (writing)-doing-
believing-valuing combinations” (Gee, 1990, p. 142, in Janks, 2010, p. 55), which work 
to make certain concepts true (Foucault, 1980) and “only become visible when they are 
realised in text” (Janks, 2010, p. 55).   
The purpose of this study was to investigate the multimodal texts produced by 





sociocultural contexts and conditions where students reside. This focused case was 
centered in a small, independent charter school in a busy northeastern city serving a 
diverse range of students and families. The school staff had the freedom to develop their 
own curricula through ongoing collaborative methods. I have mapped some of the ways 
that construction, social practices, and authority discursively produced mindfulness in 
this educational context (Gee, 1990). Fairclough (2003) would call this an analysis of the 
representation, authorities, and identities that constitute texts.  
In working against the predominant paradigm of mindfulness curriculum and 
mindfulness research in education, I employed the research case study design to better 
understand how varying social views of mindfulness and risk do and do not map onto 
ways that curriculum is organized for youth (Janks, 2010). This is in part thinking about 
the present knowledges and purpose that legitimate mindfulness within CDCs (Van 
Leeuwen, 2007, in Idrus & Nor, 2016), inquiring about how the curriculum is generated 
in reflection of the youth it serves (Campano et al., 2016; Janks, 2010), surveying the 
epistemological and pedagogical commitments of the community (Gee, 1990), and 
outlining some of the ways that mindfulness carries power as an educational pursuit 
(Foucault, 1979). 
The following question were asked to examine how mindfulness is legitimated for 
students within one secondary school-based curricular discourse community: 
1. What discourses and practices contribute to the community’s 
conceptualization of mindfulness curriculum?  
2. How is mindfulness legitimated by the curricular discourse community in  





3. What, if any, alternative knowledges of mindfulness exist in the community 
that enforces such curriculum? 
Epistemological Stance/Theoretical Framework 
In this study, I explored a few of the problematic implications and potential 
possibilities to be considered as part of today’s mindfulness and SEL trends in 
elementary and secondary schools. I did so through a race-visible, rather than race-
evasive (Jupp, Berry, & Lensmire, 2016; Sleeter, 1993), examination of how such 
emotional, behavioral, and attitudinal mediations came to be. My epistemological stance 
drew from a critical pedagogy of whiteness framed by critical whiteness studies and 
critical race theory (Ellsworth, 1997; Ladson-Billings & Tate, 1995; Leonardo, 2004). A 
critical pedagogy of whiteness enhanced my commitment to co-conspiring (Love, 2019) 
in educational justice as a White teacher working in under-resourced schooling contexts, 
wherein naming and framing are the first steps in reflexively attending to the 
responsibility of White researchers’ positionality in dominant paradigms of educational 
research (Jupp et al., 2016; Rogers & Mosley Wetzel, 2014a). I adapted the 
methodological and theoretical tools of critical discourse analysis (CDA) to inform my 
investigation. By combining the tenets of critical whiteness studies and critical discourse 
analysis, this examination of the power relations substantiating educational policy, 
curriculum, and research was informed by an inquiry of discourse. From this stance, I 
took up an examination of the (un)intended consequences of language and power 
embedded in the legitimation and meaning-making of mindfulness in schools. A critical 
review of literature labored “to make these workings of power visible, to denaturalize 





social order, serving the interests of some at the expense of others” (Janks, 2010, p. 36). 
Also, I employed a critical research design to study translocal discourse as a method for 
analyzing meaning construction from four discourse data sets: participant interviews, 
school texts, multimodal stakeholder narratives, and community focus groups.  
In this study, narrative data were framed in terms of the critical bifocality that 
Weis and Fine (2012) argued for in educational research wherein researchers   
make visible the linkages, leakages, tensions, and solidarities within and among 
groups across time and space. In particular, we stressed that ethnographic and 
narrative material be deliberately placed into a contextual and historic 
understanding of economic and racial formations. (p. 174)  
 
This study included portions of my own autoethnographic reflections as I came to the 
research problem and experienced it differently through the data provided by my 
participants. Similarly, the participants responded narratively to the open-ended prompts 
provided during the study, wherein they were asked to share their conceptualizations of 
mindfulness and were also encouraged to provide these personal reflections in any form, 
structure, or point of view they chose. The resulting narrative data carved out a clearer 
understanding of the specific lives of teachers who labored in the context of the discourse 
structures being studied. Therefore, the research throughout this study was appraised and 
attuned with a critical bifocality that was attentive to controversial structures and the 
lives they impacted (Fairclough, 2013; Weis & Fine, 2012). This focus aligned my 
position with the tenets of critical race theory and critical pedagogies of whiteness in 
education. Weis and Fine (2012) “call[ed] for critical bifocality as a way to think about 
epistemology, design, and the politics of educational research” (p. 174). The background 
of the problem and review of literature have employed a bifocal lens to look for potential 





likely than their peers to experience low academic achievement” (Brown, 2016, p. 16). 
The bifocality of critical discourse analysis and critical whiteness studies worked together 
to examine how structures of discourse, privilege, and marginalization have been woven 
into social reform curriculum (Ball, 2000) and become operationalized in the lives of 
students (Fairclough, 2013). This method of focus informed the present research design, 
which studied how such curriculum is created and agreed upon.  
In taking this lens to my own researcher role, I also remained reflexive to the 
limitations and possibilities of my position as a race-visible White ally and co-
conspirator; as a district facilitator who has worked in under-resourced schools, planning 
and designing mindful interventions and social emotional learning curricula; as a teacher 
who has witnessed transformational moments using such tools and pedagogy in 
classrooms; and as a critically-minded educational researcher. I realized that these 
experiences have allowed me to see the curricular discourses of mindfulness practices 
through particular lenses, which bring with them a set of biases and predispositions to the 
work. Therefore, I worked reflexively as a race-visible (Jupp, 2017; Sleeter, 1993) 
reviewer who was attentive to any evident patterns or implied themes in the literature and 
their attachment to privileged discourses and pedagogies (Solórzano & Yosso, 2002), and 
as a co-conspirator who acknowledges inequity gaps and racial assumptions in the policy 
and practice (Au et al., 2016; Weis & Fine, 2012) surrounding these curricular initiatives.  
Potential Significance 
In this study, CDCs were regarded as living libraries, which assembled fragments 





(Porter, 1986). New and/or repurposed mindfulness discourse(s) were found in their 
unique assemblages. These communities were regarded as having present knowledges, 
which shaped forms of resistance and resilience within the social movement of 
mindfulness curricula and learning (Campano et al., 2016). The teacher-constructed data 
offered representations of how emotional literacy was constructed and embodied within 
the texts and learning spaces of this school (Rogers & Mosley, 2013). The meanings 
constructed in the group’s texts, discourses, and practices helped to frame the 
legitimation of the group’s intention (Janks, 2010), and determine how students’ needs 
and identities were conceptualized.  
Discourse figured broadly in three ways of social practices that connect well to an 
inquiry of learning curricula (Fairclough, 2003, p. 206): representation, social activity, 
and identity. A focus on discourse in teachers’ social practices, mainly curricular 
decision-making, speaks back to the predominant knowledges that inform policy and 
decision-making for youth. An analysis of discourse in community groups also makes 
visible the commitments, assumptions, and practices of such groups with opportunities 
for further inquiry and reflection for educators and stakeholders. As a line of inquiry, 
legitimation provides a marker of purpose for understanding what motivates a discourse 
community. A focus on “legitimation provides the interconnection between social 
practices, its construction, and authority” (Van Leeuwen, 2007, in Idrus & Nor, 2016,  
p. 34).  
This study was one step within a larger research agenda that sought to create a 
method of analysis that teachers can use to examine the curricula they encounter 





meant politicizing curriculum that is familiar and assumed to be good in classrooms 
where we work. This also means turning curricular studies research toward contextual 
scholarship and education conceptualized outside of predominant institutions and funding 
sources (Au et al., 2016). Because I am a mindfulness and yoga practitioner as well as a 
district trainer, this study has troubled the very space I presumed to occupy as an expert. 
My position as a White teacher is reflective of national demographics. The national 
demographics in schooling populations at large represent 82% White monolingual 
teachers (National Center for Education Statistics [NCES], 2016) and 50% students of 
color (NCES, 2011). I continue to question how educational inequities are reinforced by 
this landscape and continue to ask what can be done from my location/position to disrupt 
such hegemonic forms and patterns. The data from this study may speak back to, as well 
as reassemble, the predominant discourses that frame how youth identities, SEL 
interventions, and wellness practices and pedagogies are socially constructed (Lesko & 
Talburt, 2012). Instead, a contextualized concept of mindfulness and nuanced purpose for 








II—REVIEW OF LITERATURE 
A few of the examples described in the first chapter have illustrated the counter-
intuitive nature of infusing contemplative practice into allegedly meritocratic systems of 
achievement and wealth. The first chapter also outlined a spectrum of potentially 
promising and problematic discourses produced by the mindfulness trend. As educators 
seek new and innovative ways to tamper teacher burnout and enhance student 
performance, mindfulness has filled a need for many educational purposes. 
Correspondingly, scientists and secular organizations alike have prepared packaged 
curricula and professional development programs designed to support teacher self-care, 
student self-regulation, classroom management, and overall school climate. These 
initiatives have occupied an assistive niche as schools struggle with the complexities of 
student behaviors, high-stakes testing environments, academic failure, and school safety. 
Hence, a large body of educational research in mindfulness remains under-critiqued.  
In tandem, educational research on mindfulness, as part of a broader mission of 
contemplative classroom practice, has gathered momentum with particular emphasis on 
the implementation of MBIs in schooling contexts designated as under-resourced, high-
need, urban and rural schools, and those designated as under-performing or impacted by 
high teacher turnover rates. For instance, Duckworth’s (Duckworth & Quinn, 2009) 
research has sought to analyze grit embedded in student success, while the Hawn 
Foundation (MindUp ©) has offered clinically endorsed, yet accessible mindfulness 





framed in Chapter I, the assurances of science and expertise (Baker, 2009) fringe the 
larger campaign for school wellness and national policy. The potential danger is that 
cursory buy-in to such curricula obscures a larger discussion of the conditions 
contributing to the stresses, strains, and traumas of teacher-student relationships, while 
perpetuating a limited, and at times parochial, discourse rooted in color-blind 
interpretations of meritocracy (Ladson-Billings & Tate, 1995). The focus of this literature 
review framed vocabulary significant to the study, explored a few of the implications to 
be considered as part of today’s popular school-based MBIs, and underscored my 
analysis through a race-visible examination aligned with the theoretical framework of this 
study (Jupp, 2017; Sleeter, 1993).  
Currently, the prevalent research related to mindfulness for students appears 
limited to a few key researchers and paradigms, which narrows the curriculum field’s 
perspective of mindfulness within educational contexts. Little empirical research has 
critically assessed the connection of mindfulness interventions to issues of race, 
dis/ability, and privilege. Likewise, curricular studies that examine context-driven 
curriculum, power and discourse, and community meaning-making are often relegated to 
critical literacy, critical disability studies, arts and aesthetics studies, and space and place 
pedagogies. Though there is a broad range of curricular discourse studies in educational 
research, only a few studies have been conducted to assess the discourse and rationale 
present in the policy, curriculum, or pedagogical mindsets of SEL or the mindfulness 
curriculum. However, a crop of mindfulness discourse analysis studies has emerged 
across the fields of Buddhist cultural studies, psychology, communications, children and 





mindfulness with “at-risk” youth between the early 2000s and today throughout such 
research disciplines is well within the thousands, including studies that were conducted in 
prisons, alternative schools, native reservations, out-clinic programs, and hospitals. Yet, 
after a review of the top journals and books in the field by March 2019, I could find no 
studies to support the critical examinations of the physical text or the social transfer of 
such a curriculum at a local level. This collaborative case study attempted to address a 
few of those research gaps in its design and methodology. A review of empirical 
literature ask/ed: What does the predominant paradigm of educational research in 
mindfulness say about MBIs in under-resourced school environments and/or with 
historically marginalized student populations? This question is discussed in this chapter 
before moving into a collaborative case study of the public texts, stakeholder narratives, 
and focus group interviews from one discourse community who seeks to legitimate 
mindfulness for students in a similar context with a similar student population.  
The following questions were asked to examine how mindfulness is legitimated 
for students within one PreK-8 school-based CDC: 
1. What discourses and practices contribute to the communities’ 
conceptualization of mindfulness curriculum?  
2. How is mindfulness legitimated by the curricular discourse community in  
this context?  
3. What, if any, alternative knowledges of mindfulness exist in the community 






Race-Visible Reading of Literature 
For the purposes of this chapter as it related to the larger dissertation study of 
mindfulness discourse and curriculum, it is significant to note that mindfulness discourse 
and research have not been systematically reviewed through a race-visible lens (Jupp et 
al., 2016; Sleeter, 1993). The term race-visible is derived from “white teacher identity 
studies [which] examines the identities of white teachers who, with more and less 
success, are attempting to come to grips with their own complexity and complicity in a 
white-supremacist system and seeking to learn how to fight against it” (Jupp et al., 2016, 
p. 985). The literature meeting certain criteria for this review has not been previously 
framed within the tensions of race, dis/ability, and privilege often present in complex 
school spaces, or as part of national patterns of teacher diversity that show teachers of 
color as underrepresented in the educational workforce, with White teachers making up 
the majority (Casey, Di Carlo, Bond, & Quintero, 2015). This race-visible analysis also 
recognizes that students of color now represent 48% (NCES, 2011) of students in public 
schools nationwide, while White teachers constitute 84% (NCES, 2008) of the teaching 
force (in Jupp et al., 2016). Therefore, the discussion of the literature considers the 
contexts of the curriculum, where ethnically and linguistically diverse students of color 
comprise the growing majority of our nation’s student population. The discussion of the 
literature also considers how SEL initiatives and interventions are commonly used as a 
frame for social (re)construction or conditioning for specific populations of marginalized 
students and/or their teachers (Au et al., 2016). In taking a race-visible lens to the 





2016, p.17), which is often used to synonymously signal students of color, students in 
poverty, and students with varying abilities.  
Method 
The following inclusion criteria were used to frame the search procedure methods. 
To initiate this review, I targeted the specific search terms mindfulness in classrooms, 
mindfulness at-risk youth, mindfulness interventions at-risk youth, mindfulness 
elementary students, mindfulness secondary students, mindfulness student self-regulation, 
mindfulness teacher-student relationships within the scholarly search engines JSTOR, 
ERIC, ProQuest, EBSCO, Google Scholar, and requests made from the Gottesman 
Library catalog. As some of the terms offered limited results, I also tailored a cross-
search to include the labels that associated research authors have used such as prosocial 
classrooms, mindfulness-based interventions, mindfulness urban youth, school-based 
mindfulness, and compassion practices. The literature available for mindfulness in 
classrooms increased swiftly around 2001-2002, when mindfulness trainings and 
curriculum for teachers and students really start to soar (Boekaerts & Corno, 2005; 
Dalton & Fairchild, 2004; Napoli, 2004; Orr, 2002), and following the contrasting work 
of Langer (1989) and Kabat-Zinn (1990). This guided me to delimit my search within this 
timeframe. 
Each of the studies reviewed were published in peer-reviewed articles, in addition 
to any relevant articles or academic books that examined such studies and/or included 
discussions specific to mindfulness practice in U.S. elementary or secondary schools with 
students who are considered behaviorally “at-risk” or academically “low-achieving” by 





peer-reviewed research studies, from both the education and psychology fields, which 
were primarily empirical studies and literature reviews from their corresponding fields 
within the range of 2002-2019. In doing so, I included both quantitative and qualitative 
studies from researchers who had observed classroom or school-wide mindfulness 
curricula, initiatives, or interventions first-hand. I also included books, public memos, 
published curricula, and contrasting studies relevant to the discussion of mindfulness in 
school-based teaching and learning. Studies that centered yoga interventions for at-risk 
youth where mindfulness was mentioned within a cluster of indicators were excluded 
from this review in order to keep the review focused on the purposes of this study.  
As part of outlining empirical research literature relevant to broader questions of 
discourse, privilege, and power (Solórzano & Yosso, 2002), I considered the results of 
research-based school interventions aimed at the routine development of positive social 
dispositions, cooperation, communication, conflict resolution, and self-regulation skills in 
school-age children. In some cases, the schools were not explicitly framed as being 
“urban.” Instead, these populations were indicated as students or teachers in need of 
mindful interventions based on high turnover rates, high-stakes testing environments, or 
spaces experiencing disruptive student behaviors (Flook et al., 2013). In keeping with the 
contextual focus of the study, the literature reviewed aligns with the context for my own 
research; studies framed in a rural context were not specifically targeted in the search, 
though some rural studies may appear under the search criteria of at-risk youth coupled 
with mindfulness interventions.  
The literature was appraised from several perspectives: first, as an educator with 





contexts, with an eye to a need for social and relational supports in the lives of students 
and teachers; and second, as a race-visible researcher (Jupp, 2017; Sleeter, 1993), 
confronting my own whiteness and developing attentiveness toward any evident patterns 
or implied themes in the literature attached to privileged discourses and pedagogies 
(Luke, 1997; Solórzano & Yosso, 2002; Weis & Fine, 2012). As part of a larger 
dissertation, this discussion connected to an investigation of teacher agency and 
knowledge (Clandinin & Connelly, 1987; Craig, 1999, 2003) and context-driven 
meaning-making, which inform the discursive contexts of curriculum (Jupp & Slattery, 
2010). A discursive context was defined in this study as a space where differing lived 
realities and identities intersect in social relationships. These lenses provide a 
crosscutting interpretation of the literature as part of an ongoing reinterpretation and 
understanding of the historical and contemporary discourses that shape MBIs and 
mindfulness curricula used in schools historically or pejoratively labeled as “urban” and 
under-resourced (Pinar, Reynolds, Slattery, & Taubman, 1995). 
Mindfulness, Risk, and Achievement 
As noted previously, from 2002 to present, numerous school-based studies, 
articles, and books pairing mindfulness interventions with “at-risk” or “urban youth” 
populate educational search engines. SEL veteran researcher Mark Greenberg explained, 
“It is not surprising that such practices are rapidly growing in application for children and 
youth. One merely needs to enter such search terms as ‘children and yoga’ or ‘children 
and mindfulness’ to find thousands of sites extolling their benefits” (Greenberg & Harris, 
2012, p. 1). Among them are studies authorizing commonly used curriculum packages 





MindUP (Schonert-Reichel et al., 2015), written and endorsed by well-known 
mindfulness researchers, teachers, and advocates connected to institutions of higher 
education, and state and federal networks who standardize the educational policies 
discussed previously. As illustrated, such policy and curricular networks produce the 
dominant discourse of the field (Ball, 2012a) shaping how developmental and 
sociocultural knowledge is regulated (Popkewitz, 2012), and how mindfulness and youth 
are imagined (Lesko & Talburt, 2012). In accord with Greenberg, the dominant discourse 
mobilizes around the concept of mindfulness and yoga interventions as beneficial for 
students, yet it is unclear what beneficial means. 
In their own research, Grant and Millar (2005) problematized similar claims made 
for the benefit of marginalized youth. They argued that “research since the 1960s has had 
a significant impact on policy related to race, class, gender, language and disability…. 
Most of the research that was and is considered ‘equity’ research erroneously assumes 
that the concept of ‘equity’ is synonymous with the concept of ‘equal opportunity” (p. 8). 
Vasudevan and Campano (2009) further argued “the moral panic about adolescents 
remains distanced from any real analysis of social inequality” (p. 316). Likewise, Brown 
(2016) argued, “Over time, the sociocultural markers of race, social class, language, and 
ability have been inextricably linked to at-risk status” (p. 5). In connecting critiques of 
youth discourse to those of mindfulness, the rationale supporting standardized 
mindfulness interventions persists by making the “at-risk” subject problematic 
(Popkewitz, 1997). The literature on mindfulness interventions in education, and 
particularly those designed to support groups who have been labeled as under-resourced, 





As this chapter illustrates, the predominant paradigm of mindfulness curricula and 
supporting empirical research focus on the factors contributing to student success with 
regard to cultivating resilience and/or self-awareness, in addition to stress reduction and 
self-management skills; these are said to decrease risk in individual students (Jennings, 
Frank, Snowberg, Coccia, & Greenberg, 2013). For instance, the website for one 
Baltimore-based mindfulness program for “at-risk” youth identified:  
     The risk of academic failure, school-dropout, internalizing as well as 
externalizing psychological problems, school bullying, and aggression in response 
to the exposure of traumatizing events is significantly higher to youth growing up 
in low-income neighborhoods. Even though urban youth has an increased risk of 
suffering from psychological problems, they are less likely to receive help. To be 
able to deal with such stressful events, self-regulation skills, coping mechanism 
are required…. The field of research on contemplative practices, such as 
mindfulness and yoga, is growing rapidly. Interventions targeting several domains 
suggest many positive promising effects. (Why Mindfulness and Yoga for At-
Risk Youth, Holistic Life Foundation, 2016) 
 
As in the example above, the deficit and risk discourses framed in Chapter I have been 
paired with mindfulness ideology in an aim to ameliorate perceived social crises and, 
more specifically, youth crises that have challenged school rankings and success. Brown 
(2016) noted how “At-risk as an education construct, has global appeal” and highlighted 
its emergence in educational policy as far back as the 1980s. She explained that despite 
its racialized implications and subtexts, many movements and individuals committed to 
social justice have adapted the at-risk term in various ways (Brown, 2016).  
In additional examples, three recent studies have reported that repeated exposure 
to CASEL’s Student Success Skills program has resulted in improved standardized test 
scores for students with significant behavioral needs and low reading scores, as well as 
English Language Learners (Bowers, Lemberger, Jones, & Rogers, 2015; León et al., 





achievement gap of Latino/a students in Grades 4 and 5 across three schools, researchers 
reported that “significant improvement in reading and math, as measured by standardized 
tests, were found for students who received the treatment as compared to those who did 
not” (León et al., 2011, p. 73). In reflecting back to Kabat-Zinn’s (1990) framing of MBIs 
as dosage-based treatments and behavior interventions, the evidence of positivistic and 
interventionist terminology is further reflected in the pairing of mindfulness and risk by 
large policy organizations such as CASEL. This is evidenced by the framing of 
mindfulness as a treatment for underachieving students in this example. 
As such, several pro-social student performance measures typically define the 
success of standardized mindfulness interventions (i.e., those interventions directly 
connected to the competencies and standards assessed by CASEL’s (2011) State Scan 
Scorecard Project. By pro-social, researchers mean “promoting positive social and 
emotional experiences within ourselves and among others” (Jennings, 2016, p. 37). 
Among these outcomes are decreased truancy rates, lower suspension rates, reduced 
occurrences of bullying, increased self-control, and decreased incidences of school 
violence (Schonert-Reichel et al., 2016). With sustained practice, Greenberg and Harris 
(2012) forwarded that mindfulness “skills are hypothesized to become routinized at 
neural or mental levels and subsequently to regulate behavior in relatively automatic 
ways” (p. 2). Connecting to the discussion of mindfulness with risk-affiliated labels, 
Greenberg and Harris also promoted several studies (e.g., Black et al., 2009; Burke, 
2009), which looked at the effects of meditation and mindfulness practices in youth with 
academic problems, attention deficit hyperactivity disorder (ADHD), and learning 





attention, internalizing and externalizing behavior problems, anxiety, and academic 
performance (e.g., Beauchemin, Hutchins, & Patterson, 2008; Semple, Lee, Rosa, & 
Miller, 2010)” (Greenberg & Harris, 2012, p. 2). It is easy to see why mindfulness 
continues to be used as an idealized behavioral outcome for students considering 
such results.  
Mining the Buddhist Tradition 
A survey of the presiding literature reveals that the authors of the germinal texts 
and programs shaping mindfulness research in education originated from a generation of 
predominantly White pedagogues, many of which were deeply involved in spiritual and 
meditative practice. Their well-meaning academic work initiated from a desire to help 
teachers and students cope with stress and adversity. The early studies from within this 
paradigm were also connected to a fascination with Eastern wisdom traditions such as 
Buddhism (Brown, 2002), clinical brain research in Buddhist monks (Siegel, 2007; 
Siegel, Germer, & Olendzki, 2009), cultivating healthy emotions (Goleman, 1996), and 
medical models of neural balance (Jennings et al., 2011). Kabat-Zinn (2003), a leading 
medical scholar known for his approach to mindfulness-based stress reduction (MBSR), 
described the emergence of Eastern conceptualizations of mindfulness as integrated into 
Western clinical practice as follows: 
     One might think of the historical Buddha as, among other things, a born 
scientist and physician who had nothing in the way of instrumentation other than 
his own mind and body and experience yet managed to use these native resources 
to great effect to delve into the nature of suffering and the human condition. What 
emerged from this arduous and single-minded contemplative investigation was a 
series of profound insights, a comprehensive view of human nature, and a formal 
“medicine” for treating its fundamental “dis-ease,” typically characterized as the 






In his example, Kabat-Zinn contextualized the historical Buddha as a scientist. 
Zinn’s utilization of Buddhist logic for addressing social ills, like risk, seem to be 
popularly applied to existing structures in education as evidenced through the literature. 
A rising application of mindfulness trainings, which ameliorate teacher stress and 
improve resilience (Brown, 2014; Flook et al., 2013; Roeser, Skinner, Beers, & Jennings, 
2012), student self-regulation (Mendelson et al., 2010; Wall, 2005), and a pro-social 
relationship between teachers and students (Jennings & Greenberg, 2009; Jennings et al., 
2011; Meiklejohn et al., 2012; Zinsser & Curby, 2014) have constituted a growing 
paradigm of contemplative mindfulness curricula in elementary and secondary schools. 
This work is frequently aimed at the systematic development of positive social 
dispositions, communication, and cognition in school-age children (Davidson et al., 2012; 
Greenberg & Harris, 2012), employing randomized control-trial (RCT) studies to test 
practices, such as breathing techniques, meditation, and body scans, said to increase 
mindfulness skills. These contemplatively-based social emotional learning (SEL) 
interventions nod to the predominant paradigm, which frequently incorporates 
neuroscientific expertise with secularized adaptations of Buddhist and Hindu cultural 
practice to inform the structures and logics of their mediations. A critical examination of 
the structural inequity surrounding the curricula or the resulting power dynamics and 
their effect on student agency was not part of these studies (Janks, 2010; McLaren, 1998). 
More broadly, contemplative mindfulness research with youth participants is not 
limited to school contexts. Many of the same interventions continue to be studied outside 
of school settings. For example, while searching for the literature discussed in this 





labeled “at-risk” who are incarcerated (Leonard et al., 2013), living in homeless shelters 
(Grabbe, Nguy, & Higgins, 2012), or on Native American reservations (Le & Gobert, 
2015). It brings to mind the idea that such student groups have historically served as the 
focus populations on which MBIs were designed and tested, dating back to the 1990s 
(Baer, 2003; Kabat-Zinn, 2006). Like their school-based counterparts, the interventions in 
these cases focused on individual wellness in lieu of systemic supports or adjustment. 
The popularity of mindfulness discourses across youth spaces also reflects the 
contemporary fascination and market for mindfulness, yoga, and brain-based learning 
within American mass culture (MacDonald & Shirley, 2009). With this in mind, it could 
be argued that the predominant mindfulness discourse seems to reinforce deficit views of 
students, assumptions about families, and savior narratives of the interventionist, which 
could be contributing to “hegemonic understandings about race and difference” (Picower, 
2009, p. 197).  
Secular Conflicts  
While shouldering the weight of being centered as an educational remedy, the 
term mindfulness has been seen as a beacon for reform. As MacDonald and Shirley 
(2016) noted in their book, The Mindful Teacher: 
     A quiet revolution is beginning to spread around the world to enable schools to 
attain their potential to become places of learning and joy. This quiet revolution 
welcomes all students: the rich and the poor, the brilliant and the struggling, 
females and males, those who are just trying to fit in and those who want to stand 
out. Students, parents, and educators are indicating that they want to restore the 
grandeur of teaching and learning as enterprises befitting the dignity of the young 
and the moral purpose of the adults. Keywords such as pressure, standards, 
markets, accountability, technology, and testing that have commanded attention as 
elixirs and panaceas for the past quarter century have lost their force. We are 






practices. These emphasize balance, well-being, sustainability and integrity, and 
are distilled into one overarching term: mindfulness. (pp. 1-2) 
 
In dispatching the notion of silent revolutions across a different context, Ergas’ (2017) 
more cognitively-centered curricular study extended the concept of the silent revolution 
by mobilizing mindfulness as inner curriculum. One that moves “from opaqueness and 
absence, to a more explicit presence in curricular discourse, in an attempt to broaden our 
understanding of how the mind can both enhance and hinder, education” (p. 77). While 
Ergas’ agentive form of mindfulness employed a concept of self-schooling, similar 
agentive directions are evident in a body of current research that seeks to make 
mindfulness a deliberate, non-secular practice of engaging Buddhism to confront racial 
oppression and the liberation of Black bodies and Black youth (Kwah, 2018; Vesley-
Flad, 2011), among similar studies that redress teacher, gender, and racial identities. 
The discreet yet wavering indications of mindfulness have also been feared in 
counter-literature that names mindfulness as a Trojan horse for religion and spirituality 
because of its tradition-bound framework stemming from Buddhist dharma practice. A 
recent legal opinion memorandum in the Cape Cod public school district (2016) inquired 
if “promoters use deceptive tactics to promote mindfulness as ‘secular.’” Stakeholders in 
the district sought to evaluate “whether children should be exposed to and immersed in 
Mindfulness-Based Stress Reduction (MBSR)” (2016, memorandum at p. 2) through 
their district curriculum. This case reflects a discourse of mindfulness as a Trojan horse 
for religion under the banner of secularism as part of a growing debate in our nation’s 






Predominant Discourses  
The school-based SEL studies and literature reviewed here can be situated into 
two predominant epistemological fields or paradigms that conduct and publish the 
research: medical science (including psychology, medicine, and neuroscience) and 
education—where each field impacts the social realities and relations of school contexts 
interdiscursively (Fairclough, 2012). As a social and linguistic analyst, Fairclough framed 
interdiscursivity as an overlapping of discourses that articulate together (particularly in 
texts and dialog). Mindfulness curriculum and its affiliated research can be framed as a 
hybrid voice of authority stemming from neuroscience, education, and contemplative 
mind-body traditions such as Buddhism and Hinduism.  
Medical Field 
The medical science field organized its studies in discourses of psychology and 
neuroscience. The research centered around the improvement of brain function; executive 
function; examination of student performance under deficit, stress, or trauma and in 
high-need environments; and the justification of cognitive neuroscience to address a 
problematic assumption of student competence and coping skills (Davidson et al., 2012; 
Flook et al., 2013; Gold et al., 2009; Jennings & Greenberg, 2009; Meiklejohn et al., 
2012; Roser et al., 2013; Weare, 2014). Several researchers (Flook et al., 2013; Jennings 
et al., 2011) gathering preliminary data from pilot studies eventually elaborated on their 
use of a common clinical method of randomized control trials. The scientific literature 
was also peppered with governing language such as mental training (Davidson et al., 
2012) and intellectual ability (Sherretz, 2011) aligned with a more brain-based view of 





burdened, less knowledgeable vessels requiring outside intervention in order to 
understand themselves and adjust their technocratic perspective. In this discursive 
formation (Fairclough 2013), teachers/students undergoing interventions were able to 
“strengthen these positive qualities and dispositions through systematic contemplative 
practices” (Davidson et al., 2012). Additionally, many researchers were affiliated with a 
larger curriculum or professional development program developed by an organization or 
university seeking to embed their approach into working classrooms (Jennings et al., 
2011; Reyes, Brackett, Rivers, Elbertson, & Salovey, 2012; Schonert-Reichl, 2015). An 
analysis of the larger structures impacting teacher/student stress and relationship conflict 
within institutions was not acknowledged within the literature (Apple, 1971).  
Education Field  
Within the education field, the research centered on discussions of classroom 
management, teacher-student relationships, and improving responses to various barriers 
built in to complex and challenging teaching roles (MacDonald & Shirley, 2009; Reber, 
2014; Schoeberlein, 2009; Sherretz, 2011) as well as the complexities and challenges in 
student lives (Reyes et al., 2012). The literature frequently provided reflective narratives 
and strategies as well as sample activities and classroom methods for mindfulness 
practice or instruction. Researchers within this epistemological field of study situated 
teachers as significantly, if not solely, responsible for improving students’ lives through 
direct improvement of the teacher-student relationship, attentiveness to students’ 
emotional well-being, and increased academic performance. An analysis of the larger 
structures impacting teacher stress and relationship conflict within institutions was also 





Shared Characteristics  
Mindfulness was used as a synonymous term or buzzword to accompany 
contemplative practices or social emotional curricula, which was frequently based in 
studies of neuroscience. Varying definitions of the term mindfulness arose across the 
literature specified for this analysis. Due to the fact that most of the instructional lessons 
and interventions followed within the studies were designed for students, mindfulness 
was often linked to students’ and teachers’ social emotional competence (Flook et al., 
2010, 2013; Jennings & Greenberg, 2009; Jennings et al., 2011; Wall, 2005). As a result, 
the definitions of the term mindful can be categorized into five clusters describing student 
traits: student/teacher attention, student/teacher compassion, student/teacher flexibility, 
student/teacher self-awareness, and student/teacher resilience. Of course, some rationale 
for these terms overlap among studies in that the qualities blend together or the training 
administered had multiple aims for the individuals’ outcome. Such distinguishable 
qualities marked the contemporary educational discourse surrounding the term mindful.  
Several studies (Davidson et al., 2012; Flook et al., 2010; Jennings et al., 2011; 
MacDonald & Shirley, 2009; Meiklejohn et al., 2012; Reber, 2014; Sherretz, 2011; 
Weare, 2014) framed their definitions of mindfulness in what can be identified as 
attention. Attention encompassed observable or reported traits such as training the mind 
to hold attention with better focus (Schoberlein, 2009) and developing clearer self- 
awareness. Other studies (Davidson et al., 2012; Flook et al., 2010; Jennings, 2011; 
Jennings & Greenberg, 2009; Meiklejohn et al., 2012; Roser et al., 2012) outlined their 
definition of mindfulness and training goals toward generating compassion. Within these 





student relationship and students’ perceptions of teachers and peers as well as an ability 
or willingness to empathize. Mindfulness in correlation with being flexible was also 
reflected across the literature. The evidence of flexibility as a result of contemplative 
practice showed up in students’ willingness or increased frequency to engage patience, 
change directions in the flow of a day with less resistance, or encounter or instigate 
change with more ease. Resilience took on a more political stance in its correlation to 
enduring or tolerating stressful conditions in high-need environments (Jennings et al., 
2011; Rantanen, 2014; Rempel, 2012). Students who exhibited resilience as a result of 
regular mindful practice (as framed by curricular instruction) were identified as those less 
likely to be off-task or act out in class. 
Methodologies  
Several studies utilized clinical and quantitative methods of analysis to review the 
effects and efficacy of specific mindful intervention models. An emphasis on feasibility, 
operationalization, and assessment metrics was emphasized, such as the gathering of 
item-similarity data from instruments like Duckworth and Quinn’s (2009) Grit Scale or 
Noam and Goldstein’s (1998) Resilience Inventory in order to measure and rate statistical 
results. In the Roser et al. (2013) Field Trials Study, a 39-question, Five-Factor 
Mindfulness Questionnaire was implemented as a validity measure to capture 
participants’ responses to a mindfulness intervention designed by the research team. The 
teacher participants recorded their awareness of sensations, feelings, and thoughts related 
to judgment, reactivity, and non-conscious behaviors on a 5-point scale metric (1 = 
lowest reactivity). In a different study, 97 fourth and fifth grade students from four public 





which measured Involuntary Stress Response using an Involuntary Engagement Coping 
Scale (1 = lowest reactivity) (Mendelson et al., 2010). 
Another strong example of clinical and quantitative methods is the frequent use of 
RCTs in select groups to determine if specific interventions impact teachers’ stress and 
students’ performance outcomes. The use of RCTs was also very common among the 
studies testing for mindfulness-based stress reduction (MBSR) (Kabat-Zinn, 2003) and 
social emotional competence (SEC) models (Jennings & Greenberg, 2009). Another 
noticeable trend to note here was the use of longitudinal observations and case studies 
research models. Though the studies still included heavy quantitative measurement, the 
researchers also captured more developmental and contextual data, which informed the 
relational progress between teachers and students and/or as part of their intrapersonal 
development.  
The paradigmatic slant of educational research attached to these curricula has 
funneled the study of contemplative social curricula through instruments that measure 
outcomes of student behavior and performance data as well as interpretive responses, 
with schools heavily relying on measurable and observable outcomes; mindful and 
contemplative qualities, which traditionally persist as intrinsic and immeasurable, are 
pressed into an assortment of subjective structures and adaptations when implanted into 
educational contexts (Cvetkovich, 2012; Hunter, 1994; Zembylas, 2016). Measuring 
improved focus, compassion, resilience, and flexibility fits neatly with a seemingly 
positivistic mission to quantify student achievement or teacher performance. Even more 
so, they appear as normalization interventions, which are framed as an innocuous way to 





are utilized within systems of power, the need for reflections on positionality, identity, 
equity, and race becomes more significant. The perpetuation of the prevailing discourse 
around trauma and imbalance (as an indication of under-resourced living conditions) 
constructs race as an embodiment of deficits or disabilities in need of intercession (Baker, 
2002; McKenzie & Phillips, 2016; Solórzano & Yosso, 2002). In this regard, the studies 
reviewed leave us with further questions: For whom are we seeking to improve the 
quality of life? For what reason? Simply to be healthier, improve relationships, and attain 
employment, or to create docile citizens and idealized behaviors, or to improve positivist 
outcomes that validate policy (Hunter, 1994; McLaren, 1998)?  
Limitations 
Individual lives or success stories of resilience connected to SEL curricula may 
result as part of classroom bubbles sealed off by efforts of good teachers (McKenzie & 
Phillips, 2016; Weis & Fine, 2012) or under the conditions of the study itself. Therefore, 
it becomes increasingly important to recognize the potential dissonance between social 
justice, critical theory, and multiculturalism (Bhabha, 1994; Ellsworth, 1989; Howard & 
Solberg, 2006) when merged with SEL and corresponding mindfulness trends. These 
harmony-seeking and morally-based discourse of mindfulness pedagogy may work to 
stabilize a complex and internalized commitment to public education. However, 
unification discourses cannot overwrite issues of inequity and injustice that underscore 
the diverse experiences of marginalized students from underrepresented, impoverished, 
traumatic, multinational, and linguistically and culturally diverse backgrounds. That 
which seeks to highlight visible difference as a celebratory category may also work to 





(Erevelles, 2005; Zembylas, 2016). Therefore, the studies described further trace the 
tensions and limits of attempting to operationalize social justice alongside SEL and 
mindfulness curriculum. In this bind, stakeholders committed to social justice must adapt 
to the needs of students while also working within the limitations and prescriptions of the 
public structure and economy (Fairclough, 2013).   
Themes and Further Analysis 
Panaceas  
The curricular projects charted in this literature review seek to regulate and frame 
the identities of students through an interdiscursive set of ethical, moral, and medical 
logics. The message to various actors in school settings leaned toward fixing the student. 
Contemplative curricula and interventions chance being misinterpreted as silver bullets 
(MacDonald & Shirley, 2009) to students who need more than what school alone can 
offer. This could be damaging when one considers White teachers working with 
vulnerable or marginalized populations where power dynamics already frame a critically 
tenuous relationship. As a byproduct of this process, a mentality of self-improvement or 
self-perfecting is fused to the core message of mindfulness-based programs with an 
attempt to transfer such expectations to students. Educators also chance stepping foot in 
equity traps (McKenzie & Phillips, 2016) that normalize meritocracy and look away from 
the more difficult work necessary to facilitate equity when asking students to practice 
mindful behaviors as a way to alleviate conflict and trauma. Therefore, as many studies 






curricular implementation, improvements in resiliency cannot be seen as the end point for 
sustaining a better quality of life for vulnerable student populations.  
Deficit View and Self-Improving Mechanisms  
Much of the current research on contemplative interventions in classrooms was 
reliant on the logic of a problematized student and, even more so, students’ problematic 
feelings (Cvetkovich, 2012; Zembylas, 2016). Such conversations distract from the 
critique of a malfunctioning system of inequity and power relations that create complex 
demands on students and teachers (Apple, 2005). They signify a shift “toward a search 
for psycho-emotional factors contributing to emotional and psychological vulnerability” 
(Zembylas, 2016, p. 287). Public discourse has come to expect students to bypass or 
renegotiate their needs and instincts—instincts that signal to them that they are tired, sick, 
or angry due to lived realities beyond their control (Erevelles, 2005, Fairclough, 2012). 
Instead, a self- improving or self-perfecting docile condition, which seeks to construct a 
better student/citizen of Western likeness (Nayak, 2007), is centered as part of social 
emotional education. Hunter (1994) framed such interactions between school and student 
as “practices of spiritual discipline and a technology of political administration” (p. 67). 
An additional complexity is revealed when we consider the philosophy of a practice 
seated in school adults being an example to others. Contemplative practices ask school 
adults to model the expected behaviors and interactions framed in the curricula. The 
modeling practice is part of a larger effort to reform stress and conflict-laden 
environments (McLaren, 1998; Zembylas, 2016). Adults should be wary of asking 
students to do something that they themselves may not be committed to doing. Requiring 





conditioning and appropriating certain therapies (Zembylas, 2016) rather than supporting 
relational growth within the school community. Concurrently, teachers who take up the 
role of modeling and mirroring expectations for social and emotional well-being enact 
those beliefs through their own positionality, biases, and conscious and unconscious 
desires (Ellsworth, 1997; Erevelles, 2005). Coinciding with critical whiteness and an 
analysis of critical discourse, these practices may in fact essentialize White identities 
(Jupp et al., 2016) and corrective concepts of ability (Erevelles, 2005) as part of the 
predominant discourse for students.  
Ahistorical Identities and Quantification  
The perpetuation of studies focusing on improving the student and teacher-student 
relationship also emphasizes an underlying assumption that teachers should support 
students in developing self-awareness and liberation within constraining and inequitable 
conditions (Jennings et al., 2011). Such assumptions are reminiscent of Duckworth’s 
notion of grit, in which individuals are identified as persistent within difficult 
circumstances (Duckworth & Quinn, 2009). Anderson (2014) argued that Duckworth’s 
assumptions reflect legacies of “victim blaming” and ideology aimed at cultivating the 
characteristics needed to transcend “material conditions and social structures” (p. 1). Grit 
is part of a deterministic discourse seeking a cause and cure for achievement (Anderson, 
2014), entrenched in a historical discourse of class struggle (Weis & Fine, 2012). As a 
critical race scholar, Love (2019) described the teaching of grit as “a gimmick…that 
present[s] the experiences of dark youth as ahistorical and further pathologizes them and 
evokes collective freedom dreaming” (p. 12), when in fact African Americans have 





Within the literature, resilience is similarly defined as responding flexibly to changes 
aligning with the desired trait of flexibility (Jennings et al., 2011). Like grit, there is no 
clear-cut way to prove that resilience can be measured or that it is not already present, 
depending on the cultural lens of the educator. Yet resilience resonates as an empowering 
quality that is “crucial for overcoming problems with students’ aspiration” (Zembylas, 
2016) in and of itself. Therefore, in upholding the affirmative potential that concepts of 
resilience offer, one should be careful not to confound resilience with grit, or to displace 
or discount the historical contexts of students’ lived experiences (Au et al., 2016). Yet, 
contemplative practices and curriculum are often actuated within school conditions, 
which desire both grit and flexibility from students as if starting at ground zero (Love, 
2019). One could consider how the same expectations also hold true for teachers.  
Conclusion 
Despite some of the foreshadowed arguments and limitations framed within this 
review, many studies provided convincing evidence to support the powerful and positive 
impact that contemplative-based, mindfulness programs bring to the lives of students. 
The call for compassion and empathy moves as a primary aim across this curricular 
domain. Moreso, these studies hinged on the acknowledgement of emotional and 
disciplinary and safety epidemics affecting the lives of students and families (Brackett & 
Rivers; 2014; Haft, 1999; Schonert-Reichl et al., 2015; Suvall, 2009). Yet, as part of 
responsible race-visible research supporting culturally responsive curriculum (Jupp, 
2017; Sleeter, 1993), I have asked “what discourses are present...” in these seemingly 





have opened up a multitude of limitations and possibilities for further consideration. As 
such, there has not been a study of curricular discourse that methodologically addresses 
the community discourse, which legitimizes the purpose of mindfulness curricula. Nor 
has there been a qualitative study of mindfulness discourse that considers the historical, 
economic, and relational power structures (Fairclough, 2012) contributing to its related 
texts. With this in mind, a few relevant questions remain unanswered when considering 
the conceptualization of curriculum and the alternative knowledges, if any, that may 
inform this movement. 
Curriculum Capacity and Implications for Structures and Lives  
In the discursive formation of SEL curriculum, students are earmarked for 
improvement while curriculum designers outside of the classroom adapt contemplative 
programs. The curricular technologies employed make attempts to improve the quality of 
classroom relationships or self-regulation so as to better endure stress and adversity. On 
one hand, many teachers may find such interventions and programs helpful to areas 
where student behaviors or instructional and institutional practices seem stuck. On the 
other hand, a reliance on “outside experts” disarms teacher agency (Giroux, 1997) and 
limits teachers from developing their own relational projects, engaging in reflexive 
positionality, context-driven meaning-making, or organizing to exchange their own 
expertise. Therefore, the application of strategic SEL and mindfulness interventions in 
settings that have been designated as “urban” and/or high-stress, under-resourced schools, 
and the research supporting their implementation (Greenberg & Harris, 2012), raise 
concerns regarding the “answerability and addressivity” (Graue, Kroeger, & Prager, 





feminized White teaching force and historically marginalized students. A call for teacher 
voice within this area of research could advance the “collective understanding” (Boote & 
Beile, 2005, p. 11) of how teachers, primarily White teachers, direct emotional and 
behavioral goals for low-income and often marginalized students already bound to pre-
existing issues of agency and inequity within schooling at large (Fine & Weis, 1996; 
Nayak, 2007), and whose historical legacies are already abundant with resilience, 
survivance, and creativity (Love, 2019).  
Living in Reductionism 
Fairclough (2013) described the occupation of expertise from one field to another 
as recontextulization. The outline of SEL and mindfulness literature in this chapter traces 
the medical science field’s colonization of the education field, as well the education 
field’s reappropriation of knowledge from Eastern philosophy and science into curricular 
interventions. The removal of certain fundamental principles limits contemplative 
practice of its cultural and spiritual context. Mindfulness and meta-cognitive awareness 
are reduced to tools for creating courageous or compliant teachers and students in an 
immensely challenging system. In some cases, teachers who identify their stress and 
student non-compliance as having to do with individual shortcomings, rather than 
systemic forces, remain stuck in a belief that personal dispositions, rather than schooling 
supports, need to be mended. Therefore, those seeking to infuse what is best about 
contemplative practice into education must proceed with caution. There is great potential 
at stake. The education field could lose the capacity that contemplative tools bring to our 
school relationships and selves if beliefs, agendas, and intentions are misplaced or 





work of self-care and self-awareness as a disruption to the status quo (MacDonald & 
Shirley, 2009) may open the possibility to claim the non-structured way in which 
contemplative practice enriches and empowers individuals and communities.  
Possible Transformations  
Programs that perpetuate a mindset of stress and trauma and its corresponding 
antidote present educators with a necessity to discern their choices and actions. Engaging 
in such discourse attributes to an immobility that hinders the disruptions essential to 
racial awareness, allyship, co-conspiratorship, and deliberate confrontation with issues of 
inequity (Love, 2019, 2019; Nayak, 2007). The possibilities of contemplative practice 
within student and community agency remain significant to the education field 
(Greenberg & Harris, 2012; Morrison, 2005). If contemplative practices are purported to 
teach individuals to be more reflective, compassionate, and self-aware, could the 
acknowledgement of students’ lived experiences, cultures, and differences incite teachers 
or students to seek political change or engage in productive allyship (Love, 2019)? If 
teachers were to embrace a race-visible (Jupp, 2017) awareness of their position or 
coherency with emotional discomfort (Cvetkovich, 2012), would they be more apt to 
speak up, organize, or perhaps leave the field altogether due to an overwhelming sense of 
powerlessness or as an act of self-preservation? If students were to embrace and reflect 
on their feelings consistently, would our schools be equipped to handle their response 
without altering it? If we know schools lack inclusion or acknowledgement of privilege 
and oppression, how will teachers’ and students’ emotions fare in finding a renewed 
space to ameliorate lived frustrations (Bhabha, 1994)? What would need to shift to 








III: A CASE STUDY OF MINDFULNESS IN  
ONE CURRICULAR DISCOURSE COMMUNITY 
This study problematized the predominant epistemological discourses informing 
the master narrative of high-need students in mindfulness curricula (Au et al., 2016; Pinar 
et al., 1995) and recognized “the variable way the category and label ‘at-risk’ are used in 
policy and practice” (Brown, 2016, p. 21). This research also investigated the larger 
curriculum patterns and resulting industry, which produce program materials for targeted 
populations while disconnected from the contextual proximities and lived experiences of 
students. My study adapted a body of methods intended to explore the relationship 
between one school-based discourse community (Bazerman, 2009) and the knowledge 
and power it employed to legitimate mindfulness instruction and interventions for 
students. In drawing on a conceptualization of discourse communities that recognize how 
diversity and agency are mobilized in advocating for community goals (Campano et al., 
2016), this interpretive case study (Stake, 1995) inquired about community decision-
making alongside stakeholders instead of retaining a more distanced ethnographic lens. 
By working with community members who served a diverse student population in a 
public secondary school, this study focused on the ways that the curricular discourse 
community (CDC) shaped curricular decision-making and legitimated a need for 
mindfulness in relation to students. The inquiry provided a lens on curricular decision-
making by working from a translocal context where a variety of stakeholders 





concept of translocality recognizes intersectional relationships between communities, 
sites, and scales of study (Bartlett & Vavrus, 2017). 
As “discourse analysis considers how language, both spoken and written, enacts 
social and cultural perspectives and identities” (Gee, 2011, p. i), this case was bound  
by theories of discourse (Fairclough, 2003; Foucault, 2003; Gee, 2011), which 
operationalized critical discourse analysis as a way to trace the meaning-making of this 
discourse community across individual and collective texts (Bartlett & Vavrus, 2017). 
This study applied discourse analysis to an inquiry of curricular practice, including 
teachers’ personal knowledge and beliefs (Clandinin & Connelly, 1987; Craig, 1999, 
2003,) to speculate about the curricular issues of SEL and mindfulness for themselves 
and for their students. As such, the study of individual and collective stakeholder 
discourse was read alongside the school’s curricular materials to draw a comparison of 
discourses and themes across their collective and individual beliefs. The case study 
design reflects many elements of a comparative case-study approach akin to education 
policy research, which examines the global, national, and local dimensions of phenomena 
through a comparison of vertical and/or horizontal axes (Bartlett & Vavrus, 2017). In this 
work, a focus on the examination of social practices and discourses produced across and 
through the translocal dimension was taken into account, while also attending to a 
consideration of how larger social and historical forces shaped curricular rationale and 
educational commitments influenced the local data (Bartlett & Vavrus, 2017).  
This collaborative case study also drew from Cahill’s (2007) participatory action 
research (PAR) and the geographies work of Gibson-Graham (2002, in Cahill, 2007). As 





connoted that this kind of research was reciprocal and interactive, with a focus on new 
forms of knowledge and ways of knowing. In their work, Gibson-Graham (in Cahill, 
2007) called for educator shifts in praxis that are put into motion through open-ended 
discussions of theory and problems of practice. In Cahill’s (2007) study of young 
working-class women of color, she proposed that “PAR could be understood as an 
alternative to what Foucault (1980) identified as the ‘subjectifying social sciences’, 
potentially challenging hegemonic relations of power and representation that are 
productive of particular types of subjects” (p. 269). This study looked at a few of the 
ways that mindful teacher and mindful student subjectivities were constructed throughout 
the community members’ individual and collective discourse. Further, PAR can be about 
“‘creating new discourses that subject in different ways, thus enabling subjects to assume 
power in new forms’” (Gibson-Graham, in Cahill, 2007, p. 287). The data presented in 
the following chapter considered how mindful subjectivities abide by, resist, or transform 
in response to the power relationships of schooling throughout the community texts and 
narratives, while also inquiring alongside participants about these tensions. The following 
questions were asked to examine how mindfulness is legitimated for students within one 
secondary school-based curricular discourse community: 
1. What discourses and practices contribute to the communities’ 
conceptualization of mindfulness curriculum?  
2. How is mindfulness legitimated by the curricular discourse community in  
this context?  
3. What, if any, alternative knowledges of mindfulness exist in the community 





Overview of Research Design  
An interpretive case study permitted for an examination of the meaning-making 
that constituted mindfulness and its related curricula by looking for “the detail of 
interaction” (Stake, 1995, p. xi) within data that described the complex relationships of 
the curricular discourse community and their students. In the Preface discussion, O 
conceptually structured this case through the framing of concentric and mutually 
influential micro- and meso-scales of discourse (Bartlett & Vavrus, 2017; Stake, 1995), 
though these labels were not directly applied to the data coding or analysis discussion. 
Rather, the methods presented in Bartlett and Vavrus’ (2017) Rethinking Case Study 
Research have served as guidelines for further conceptualizing the parameters for 
studying discourse found in the data. As discussed in Chapter I, discourse is described as 
“forms of life, which integrate words, acts, beliefs, attitudes [and] social identities” (Gee 
2004, in Janks, 2010, p. 55). Gee (2001) named the discourses of particular social roles  
as “identity kitsm” which characterize the saying-doing-being-valuing-believing 
combinations he described. Foucault (2003) furthered the concept of discourse by 
considering the linguistic and representational dimensions of text that make certain kinds 
of text authoritative during particular moments in time (see Bartlett & Vavrus, 2017). 
Gee (2004) also made a distinction between “little D” and “big D” discourse to connote 
verbal and written texts from larger sociocultural and political texts. The work of Gee 
(2004) and Foucault (see Ball, 2012b) alluded to a study of discourse that attends to both 
text and sociocultural context to consider how knowledge is (re)generated and 
(re)distributed. In bringing these concepts together in his approach to discourse analysis, 





between elements of text” (p. 22), In employing Fairclough’s (2003) approach to critical 
discourse analysis (CDA), this study examined two of the three dimensions of analysis 
conceptualized for exploring the discourse-Discourse relationship:  
discourse-as-text, the most micro level of analysis of the linguistic building 
blocks of texts; (2) discourse-as-discursive-practice, the meso level analysis of 
the production and distribution of texts; and (3) Discourse-as-social-practice the 
macro level analysis of Discourse. (Bartlett & Varvus, 2017, p. 83) 
 
An inquiry of discourse-as-text and discourse as discourse-as-discursive-practice 
provided a lens for understanding varied social views of mindfulness (Janks, 2010), their 
relationship to student and teacher identity, community discourses and practices, and the 
materialization and enactment of schooling structures and policies that come forth. This 
was in part thinking about the present knowledges and purpose that validated mindfulness 
within CDCs where curricula were generated in proximity to the youth they served 
(Campano et al., 2016; Janks, 2010). In aligning with Janks (2010), I take up the notion 
that “every text is an instance, hence ‘instantiation’ of a discourse. They are the material 
form that discourses take” (p. 55). So, my data consisted of discourses about mindfulness 
and youth as evidenced in written and multimodal texts produced by various school 
stakeholders within the discourse community (Kress & van Leeuwun, 2001). In this 
research framework, the use of CDA operated both theoretically and methodologically as 
an analytic tool for data. The use of CDA across curricular discourse texts allowed for an 
interdisciplinary approach to policy and curricular analysis that was adapted from the 
foundational work of critical literacy (Janks, 2010; Rogers & Mosley Wetzel, 2014a), 
educational policy studies (Bartlett & Vavrus, 2017; Brown, 2016), and critical 





In drawing from Brown’s (2016) work on reorienting policy and practice, my 
methodology attended to constructions of student risk as “historically situated, pervasive, 
and socially produced in ways that problematically invoke race, social class, and gender” 
(p. 5). To attend to this critical aspect of the work, I have described how a critical 
whiteness lens of critique guided me in identifying commonly used MBIs in the 
literature, which have apprised a construction of students that works better for mass 
systems of schooling rather than in service of their distinct sociocultural identities and 
personal desires. In the first chapter, I noted how corresponding institutional goals often 
excluded the experiences and identity of students (Brown, 2016), and how many of the 
existing empirical studies on mindfulness in schools reinforce master narratives (Au et 
al., 2016; Pinar et al., 1995) and grand narratives (Lyotard, 1984) about what counts as 
knowledge, growth, and wellness in the lives of Black and Brown students and those with 
marginalized identities. Resultantly, this interpretivist case study has centered community 
members who serve a diverse student population in a secondary public school using 
mindfulness curricula, in conjunction with other supports, and whose school mission was 
in service to the distinct needs of historically marginalized student populations. In this 
curricular discourse community, teachers worked collaboratively to develop curricula 
while also maintaining the autonomy to do what was needed in their classroom. As 
framed in the Preface and Chapter I, I took into account for the design of this study the 
broader influences of discourse and ideology on school decision-making by connecting 
how schools, teachers, and students are linked to an extended network of state and federal 
policy and frameworks for social emotional learning as well as media tropes depicting 





this particular school network offers four kinds of distinct data that framed the 
communities’ understanding of mindfulness: unstructured participant interviews, the 
production of individual multimodal narratives, stakeholder focus group reports, and 
school planning and curriculum documents.  
Collaborative Case Study 
This study adapted a methodological approach that combined the work of 
comparative case study scholars who looked across time and space when developing case 
study design (Bartlett & Vavrus, 2017; Stake, 1995); participatory methods that valued 
collaborative knowledge and active change impacting historically marginalized groups 
(Cahill, 2007); and the research tool of linguistics and social scholars who conceptualized 
the knowledge of discourse communities and their resulting texts as units of analysis 
(Bazerman, 2009; Campano et al., 2016). In this study, I applied a translocal comparison 
of discourses found in individual and collective texts to examine the influential and 
competing discourses at a school and an interpersonal level. This focus allowed for an 
examination of some of the “diverse motives, intentions, and levels of influence, 
work[ing] in tandem with and/or in response to social forces to routinely produce the 
social and cultural worlds” (Bartlett & Vavrus, 2017, p. 1) of the social agents and their 
educational practices within this particular CDC (Fairclough, 2003). For example, genre 
is a term used by discourse scholars to describe the ways of interacting in communication 
that determine the norms of “organizational threads such as turn-taking structure, 
cohesive devices, parallel structure, politeness conventions, revoicing, and narrative 
sequencing” (Rogers & Mosley Wetzel, 2014a, p. 72). Janks (2010) would add that 





“recounts, instructions, narratives, reports, explanations, and arguments” (p. 24).  
Thus, a comparison of the genres of the texts produced in the collective and individual 
dimensions of this case may help to compare some of the logic(s) and influences 
translated between stakeholders in this community. A similar comparison can be 
extended to look closely across shared local meanings and their connection to or 
disjuncture from global meanings about behavioral and cognitive learning for youth 
(Fairclough, 2003). Such methods may also open further inquiry into the ways that 
globalization and anti-racist d/Discourses map onto ideas about mindfulness and SEL for 
students. Further, in analyzing the data generated from the CDC situated in this case, the 
study engaged a sociocultural lens to trace the ways in which mindfulness is legitimated 
for students who are commonly represented in the MBIs in education (Fairclough, 2003). 
In doing so, the methodological design of this study aptly corresponded with the critical 
theoretical framework outlining the research problem at hand. This research design also 
responded to a gap in the literature, which presented a lack of curriculum studies 
exploring generative, agentive, and emancipatory practices in SEL teaching and learning, 
specifically those focused on MBIs for students who have been labeled “at -risk.”  
A Critical Literacy Approach to Curriculum Critique 
In this study, the link between critical literacy methods and a participatory  
study of discourse in policy and practice was made in two ways: first, through a 
conceptualization of curricular discourse communities (CDC) (Bazerman, 2009), and, 
second, through the use of discourse analysis to examine case-based phenomena from a 
translocal context where teachers, administrators, social workers, and counselors 





borrowing from critical literacy and racial literacy practices, this study took a similar 
methodological approach to studying micro-interactions with texts (Campano & Damico, 
2007; Janks, 2010; Rogers & Mosley Wetzel, 2014a; Sipe & Ghiso, 2004) that critical 
literacy practitioners use in their classrooms alongside students. However, where critical 
literacy “aims towards an expansion of students’ capacities to critique and analyse 
discourse and social relations” (Luke, 1997, p. 55), this study modeled one way that a 
teacher-researcher could use similar methodology to critique and analyze the discourse 
and social relations undergirding school curriculum.  
Similar work has been done to critically assess curricular silences evident in 
school textbooks and materials that exclude non-White narratives and contributions, and 
privilege dominant knowledges and histories (Brown & Brown, 2015; Taliaferro-Baszile, 
2010). The acknowledgement of these curricular silences pushes back on the limitations 
of the curriculum studies field by calling into question our commitment to social justice 
and the ways that we confront issues of power (Au et al., 2016). Preceding this study, my 
own auto-ethnographic teacher identity work inquired about what could be gained from 
an investigation of the meaning-making that signaled the power and knowledge 
embedded in the curricular texts I used. Like the critical scholars influencing the 
framework of this study, I had asserted the understanding that curricular texts are not 
neutral and worked to assess my part in legitimizing dominant and normalizing 
discourses and practices through my enactment(s) of schooling (Erevelles, 2005). In this 
study, I further emphasized my understanding as an ally and coconspirator in the work of 
abolitionist teaching (Love, 2019), and how I might better support the existing efforts of 





this critical capacity was (re)purposed in this study for working with teachers and 
administrators as a way to think and move similarly through the research texts while 
creating space for new understandings of our role in the social and emotional lives of our 
students and school communities. 
Curricular Discourse Communities  
Through a case study of text composition at one institutional site, Beaufort (1997) 
observed the social dynamics apparent between writers in discourse communities. Her 
research documented interactions from a “mid space, beyond the level of immediate 
rhetorical context but not as broad as entire cultures—a space that composition specialists 
have referred to increasingly as discourse communities” (p. 487). A diagram (see Figure 
3) from Beaufort’s study illustrates this conceptual of discourse community in more 
detail. Comparable to Fairclough’s (2003) work, Beaufort’s (1997) conceptualization of a 
discourse community includes dynamic elements that attend to the roles and contexts 
influencing the discursive practices of the group. Beaufort took a “systematic approach to 
defining and operationalizing the notion of discourse community, drawing on data from a 
portion of an ethnography of writing in a workplace setting” (p. 486). She argued that 
communal practices of writing provide essential data for such empirical research, where 
she examined contextual “manifestations of textual dynamics and acts of composing”  
(p. 486). 
To follow Beaufort’s (1997) research closely would require a more ethnographic 
approach situated in discourse groups composing texts. It is unclear what can be drawn 
from Beaufort’s research methodologically as it transfers directly to a study utilizing 





examination that Beaufort’s work offers is the mapping of influencing factors and 
communicative activities of discourse communities at the level of community practice. In 
this way, Beaufort’s composition research informed my inquiry about how curricular 
texts are socially composed. During participant interviews and focus groups, I inquired of 
participants how the curriculum was written (transferred to text). Since the process of 
participation could be considered part of the act of composing curricula, I used some 
focus group questions to probe the groups in describing their curricular writing process 
more fully. I asked about what communicative activities, such as talking and writing, 
were practiced when generating the learning materials for the community. In using 
elements of Beaufort’s research to inform my own inquiry, I hoped to surface information 
about the composition process of the curriculum as well as the ways that particular 
meanings about mindfulness and youth are (re)inscribed through talk and text.  







In this study, CDCs were regarded as living libraries who assemble fragments of 
meaning to build an intertextual framework from the past and from other references to 
describe their curricular views (Porter, 1986). New and/or repurposed mindfulness 
discourses were found in their unique assemblages. These curricular communities were 
regarded as having present knowledges, which shaped their various forms of resistance 
and resilience within the social movement and policies of social emotional learning 
(Campano et al., 2016). Each participant offered rich representations of how social and 
emotional literacy was constructed and embodied within their texts and learning spaces 
(Rogers & Mosley, 2013). The overlap of discourses and meanings found throughout the 
texts and narratives helped to ascertain the community’s purpose for mindfulness (Janks, 
2010). Above all, the curricular discourse community in this study was not seen as static 
but rather as active authors, who produce texts through the social events of meaning-
making and composition (Beaufort, 1997).  
School-wide focus. Building from Halliday’s (1994) linguistics work, Fairclough 
(2003) noted that texts’ “multifunctional” data “simultaneously represent aspects of the 
world…enact social relations between participants in social events and the attitudes, 
desires and values of participants; and coherent and cohesively connect parts of text 
together and connect texts with their social contexts” (p. 27). The translocal dimension of 
this study offered a text-based look at the resulting discourse and communicative 
practices contributing to the discourse community’s conceptualization of mindfulness 
curriculum (Research Question 1). Curricular texts may take the form of text or media 
materials used as teachers’ guides, or may structure and guide student learning in the 





These texts were examined first in the data collection timeline. The unit of analysis for 
these data was the utterances found in each text as framed by the specific textual analysis 
methods described below. A Faircloughian method of analysis, adapted from Rogers and 
Mosley Wetzel (2014a), was used to describe the Genre, D/discourses, and Styles of the 
texts.  
Individual focus. By emphasizing a sociocultural lens to consider the ways in 
which mindfulness is legitimated for teachers and students, this study utilized a point of 
view that situated the narrative authority and curriculum dialog of teacher knowledge 
(Clandinin & Connelly, 1987; Craig, 1999, 2003). This took place through the use of 
individual multimodal stakeholder narratives that informed a larger discussion about 
mindfulness during our collaborative focus groups. Though the call for participants was 
open to all school stakeholders, the participant(s) included classroom teachers and school 
administrators who used mindfulness in their classroom or personal practices. The 
multimodal narratives were examined after the school-based texts in the data collection 
timeline. In this phase, stakeholders were asked to create a multimodal narrative about 
their (dis)beliefs and experiences with mindfulness. Multimodal narratives took various 
forms such as letters, emails, meme collages, essays, pamphlets, and photographs to 
represent their understandings of mindfulness, their role as a (non)practitioner, and the 
role of mindfulness in the lives of youth, the school, and the community. Participants 
submitted their narratives in physical and digital formats based on their choice. 
Community stakeholders were asked to opt into this preliminary phase of the 
study that preceded the construction of multimodal narratives and focus group interviews. 





as a study of how curriculum is made rather than an observation of instructional 
performance or implementation fidelity. Participants were asked to commit to both the 
narrative and focus group phases of the study. Together, we discussed the phases of the 
study and any questions they had about participating. I provided a narrative prompt, 
which they took home to work on their own. The narrative prompts, and corresponding 
focus group discussions, inquired about how participants defined mindfulness, how they 
felt it is used with students, what practices constitute mindful instruction, what ways of 
acting or thinking constitute mindful behavior, and which descriptors of any of the 
necessary conditions they felt were needed for fostering mindfulness with students and 
the school community.  
Stakeholders individually constructed narratives that offered portraits of the 
individual (and shared) (dis)beliefs, values, and discourses that they bring to the 
communities’ curricular decision-making, daily instruction, or school and classroom 
environment. Their autobiographical input informed some of the ways that mindfulness is 
legitimated by the discourse community (Research Question 2) based on stakeholders’ 
experiences and (dis)beliefs about mindfulness in their individual lives and how this was 
translated or negotiated in their collaborative discussions with the community. Also, the 
autobiographical input of stakeholders revealed alternative knowledges carried by the 
members of this curricular discourse community (Research Question 3). The unit of 
analysis for these data were participant accounts of the phenomenon of mindfulness. 
Participant accounts were turned into multimodal transcripts organized by clauses and 
framed by the specific textual analysis methods described below. A Faircloughian 





describe the Genre, D/discourses, and Styles of the texts, with additional columns added 
for descriptive analysis of selected images and nonverbal data. Lexical data were cross-
analyzed with nonverbal data to check for major themes (Rogers & Mosley Wetzel, 
2014a).  
Translocal relations. Once the narrative samples and curricular texts were 
analyzed, additional questions were generated based on the collected set of themes. For 
the third phase of data collection, I made linkages across the individual and collective 
voices shared in the data with an eye to policy struggles driving educational decision-
making, shared or competing discourses highlighting issues of equity and diversity, and 
other themes yet to be considered (Campano et al., 2016). Therefore, I developed themes 
that recognized repetitious discourse, as well as claims of student and teacher identities, 
and desirable outcomes for schooling that were framed by CDC members during our 
discussions of mindfulness. Correspondingly, I scheduled focus group interviews using 
Spradley’s (1979) semi-structured, conversationally flexible protocol. The initial 
questions for the group invited participants to co-analyze the data from both schoolwide 
and individual foci. We worked in partnership to look across the three data sets to 
conduct a thematic analysis of our own, one that differed in some ways from my readings 
of the text. This step supported member checking by creating a space for the researcher 
and participants to interpret and reflect on data side by side, and supported 
methodological triangulation by involving multiple data options in the study (Denzin, 
2007). Participants were also invited to stretch their understanding around the themes 
found by taking up some of the critical perspectives provided through my readings of the 





or probe for more complete answers” (Dillman, Smith, & Christian, 2014, p. 99) with 
regard to meanings about students’ and teachers’ social and emotional relationships that 
were reflected in the text. The focus group sessions were recorded to inform additional 
data analysis. These additional findings were shared as a tracing of some of the remaining 
tensions and contrasts that were found in the community’s explanations of mindful 
practices and dispositions. The focus group meeting(s) were transcribed into text, and 
then organized and coded using the textual analysis methods described below (see  
Table A1).  
Research Site Context, Selection, and Access 
The CDC in this study was located in a northeastern city, public magnet school 
serving approximately 400 students, Grades 9-12, and representing several surrounding 
towns and cities. As an interdistrict magnet school, this school combined the resources of 
the school and community to offer a rigorous, integrated curriculum with three trimesters 
of study. Unlike many surrounding high schools in the area, this school offered a unique 
model where teachers who were trained as trauma-informed educators and responsible 
for collaboratively designing portions of the social and academic curricula for students. 
The teachers and administrators applied a progressive, learner-centered, youth justice 
approach to the design of their school. This pedagogical approach to schooling persisted 
in the teaching culture of the school as stakeholders continually responded to the needs 
and growth of their students. At the time of the study, this high school had been named 





As reported by Great Schools (2018), which generates data from the State of 
Connecticut annually, the school demographics around the time of the study were 39% 
Hispanic, 39% Black, 18% White, 2% Asian, 1% Two or more races, and <1% Pacific 
Islander and Native American. The student population consisted of 45% from low-
income families. There was a 51% male and 49% female student body. One hundred 
percent of the full-time classroom teachers were state-certified, with a student-to-teacher 
ratio of 11:1. Seventy-eight percent of the classroom teachers in this school had 3 or more 
years of teaching experience. Overall, “this school [was] rated below average in school 
quality compared to other schools in [the State]. Students here [had] below average 
college readiness measures, and this school [had] below average results in how well its 
serving disadvantaged students” (Great Schools, 2018). Though it was not reported on the 
Great Schools website, the internal support structures and measures for students painted a 
different picture of student success. 
Several school design features also made the community work at this interdistrict 
magnet school unique. One was the dialogic communication structure between 
stakeholders coupled with the community’s guiding principles for strategy teams. 
Stakeholder teams met regularly to inventory students’ strengths as well as their needs for 
academic, environmental, and brain-based supports through a combination of mastery-
based learning and trauma-informed scaffolds. The second was the hands-on, student-led 
inquiry approach to academics. The third was the intensive emotional support for 
students provided by the trauma-informed pedagogy of teachers, which was boosted by 
small class sizes. Teachers used a variety of culturally responsive and anti-racist curricula 





initiatives. A preliminary inquiry about curricular decision-making described that 
teachers collaboratively decided on the social, emotional, and behavioral needs of their 
students through structured and funded learning teams. Teachers had adapted mastery-
based learning practices to monitor students’ academic progress. Additionally, 
mindfulness was described as being used in various named and unnamed ways 
throughout the school site as part of larger SEL supports. Each teacher was given 
autonomy in guiding mindfulness instructions and defining their purpose and use for 
students. The unique characteristics presented at this site contributed to a student-
centered context that often differs from the constructs of traditional schooling. Thus, the 
resulting data allowed for some reflection on ways that this specific pedagogical 
approach influences big-D and little-d mindfulness discourse in schools, and mindfulness 
that is linked with marginalized student identities (Rogers & Mosley Wetzel, 2014b).  
Community/Site Selection 
Since the object of focus is the curricular discourse community embodied in a site 
where mindfulness is part of a SEL curricula, the criteria for choosing a community/site 
were based on three conditions: (a) mindfulness (and SEL) instruction was present in 
classrooms, school counseling, and/or school climate initiatives; (b) teachers and/or 
school stakeholders were discussing mindfulness (and SEL) and its relationship to the 
needs and interests of students, therefore creating curricula that was context-driven; and 
(c) the student population had been impacted by “distinguishing marker[s] meant to 
identify and demarcate students positioned as less likely than their peers to achieve 
academically” (Brown, 2016, p. 2). These markers included recognition by federal, state, 





receiving special services for learning and behavioral (dis)abilities and/or speaking 
English as a second language (Brown, 2016). This discourse community working in and 
around this interdistrict magnet school met the three criteria specifically. First, as the 
state’s magnet schools “offer unique, high quality, themed educational opportunities” 
(Ct.gov, 2019), the model and governing organization of the school allowed for closer 
access to curricular decision-making. A unique magnet model also allowed a close 
examination of the translocal relationship of discourse influencing curricular decision-
making, which legitimates the need for mindfulness. This was due to the idea that the 
CDC of a unique magnet model was somewhat pedagogically encapsulated while still 
deeply connected to public discourse. Second, the schools’ mission stated that their goal 
was “ensuring all students realize their full educational potential by providing supportive, 
innovative and rigorous instruction in a safe school environment” (Anonymized Site 
Name, 2018). This was assured by the framing of a School-wide Failure Intervention 
Plan, which included direct support from school trauma and social work clinicians using 
mindfulness as one of their student support strategies. Hence, the conceptualizing and 
fostering of mindfulness for students in this context were linked to the schools’ wellness 
and academic achievement mission for students, and the discourse linked to these social 
processes served as the data for this study. Lastly, the community/site met the criteria for 
school demographics, since their population data were reflective of larger national 








As mentioned in the preceding section, the participants consisted of collaborative 
stakeholders who opted into the study. The initial participants were encouraged to pass on 
the information about anyone who might be interested or eligible through the use of an 
invitational email or flyer. The participants included classroom teachers, school 
administrators, school social workers, and parents of secondary students using 
mindfulness in their classroom and/or school counseling practices as well as school 
climate initiatives. However, due to staffing numbers, classroom teachers made up the 
majority of the participant sample. Participants were also asked to opt into both of the 
data phases (i.e., creating a multimodal narrative about mindfulness, and revisiting data 
and partaking in further inquiry in focus groups). The inclusion of all stakeholders was 
also informed by a previous pilot study in which I inquired about female teachers’ 
conceptualizations of their role in SEL and the mindfulness curriculum. The results 
limited a discussion of desirable classroom behaviors for students to teacher discourse 
and did not allow for a broader scope of the way mindfulness and youth were 
conceptualized by the community. Therefore, the selection of participants in this study 
was broadened to include all stakeholders involved with curricular decision-making. 
Though a call for participants was made available to all stakeholders in the school, two 
administrators and five classroom teachers committed to being participants. 
Document Selection  
I investigated how mindfulness was legitimated within this particular CDC 
through an examination of texts, including curricular documents, multimodal narratives, 





the focus group interviews and multimodal narratives became accessible as analyzable 
text. The set of curricular documents used for mindfulness instruction was selected based 
on the following criteria. The curricular documents can be dated within any time between 
2011, the founding year of the school, to early 2019. My decision for selecting these 
excerpts were guided by the following criteria: (a) the text provided a framing of the 
community context, planning processes, their definition of mindfulness and synonymous 
terms, and/or its purposes for students; (2) the language use was generated by the 
teachers and community members who contributed to the curricula; (3) the language in 
the texts reflected larger policy Discourses for which I could ask how these organizations 
take up, challenge, reinforce, or run counter to the predominant paradigm of mindfulness 
discourse. There were limitations to this selection, as the curricular texts were examined 
without corresponding observations of interactions and language practices, which 
occurred when they were produced. Limitations are discussed in more detail below.  
Data Collection Methods  
By emphasizing the relationship between school-based discourse community and 
the knowledge and power they employ to legitimate curricular concepts (Campano et al., 
2016), this study utilized a point of view and methodology that situated the narrative 
perspective of teachers’ experience (Craig, 1999, 2003). As noted above, multiple 
interview sessions occurred in addition to a textual analysis of select curricular 
documents across the timeline of four data collection phases (see Table 1). In looking at 
the community’s communicative actions more so than the physical school site, the data 
collection occurred off school grounds and outside school hours as needed. A call for 





participants. A timeline and list of requirements for participation were listed on this 
informational flyer and email body (see Appendices C and D). Each participant signed a 
consent form framed by the criteria for IRB approval. The 45- to 60-minute focus group 
interviews were audiotaped and transcribed verbatim. 
The interviews were structured through the use of a modified version of 
Seidman’s (2006) conversational interview approach involving participants who had 
already produced a multimodal teacher narrative during Phase 2 of data collection (see 
Appendix B). Seidman’s phenomenological approach to interviewing and data analysis 
allowed me to build on what was collected (observed, analyzed, shared) throughout a 
more open-ended process. The use of a reflective researcher journal supplemented the 
“emergence of positive and negative feelings” (Peshkin, 1988, p. 18), taking into account 
my own subjectivity throughout the process of curricular document analysis, multimodal 
narrative analysis, and focus group interviews. Through each dimension of data, I 
reconstructed a more detailed picture of the discourse community, their teaching stories, 
their relationship(s) to the curriculum, and the ways that each member contributed to the 
discourse community (Seidman, 2006).  
Timeline  
In order to attend to the ways that mindfulness was conceptualized and 
legitimated within a case study of one discourse community, I conducted 9 to 12 months 
of document analysis and participant interviews. The use of a reflective researcher 
journal also took place during this time. Table 1 details the timeline and steps for the pace 





Table 1. Data Collection and Analysis Phases for Case Study of One Curricular 
Discourse Community 
 
Phase Date Actions 
1. Recruitment  May 2019-July 2019 File IRB with Teachers College, 
establish research participants,  
conduct document analysis 
(micro-) with selected texts from 
CDC site, enter field on and off 
site to begin preliminary meetings 
for participants,  
begin practice of completing 
reflective journal. 
2. Textual Data  September 2019-
November 2019 
Conduct document analysis 
(micro-) with selected texts from 
CDC site if additional time is 
needed, continue on and off-site 
meetings for inviting participants 
& providing prompts for 
narratives, collect multimodal 
narratives (meso-) from adult 
participants at CDC site, continue 
maintenance of descriptive and 
reflective journal. 
3. Focus Groups  December 2020-
February 2020 
End data collection for document 
analysis and multimodal teacher 
narratives (meso-), begin 
participant focus groups at CDC 
site with reflexive questioning 
(macro- & meso- relations), 
continue maintenance of 
descriptive and reflective journal.  
4. Data Analysis  March-May 2020 Final evaluation and 
interpretations of study process 
and insights, reporting out to 
Dissertation Committee, extend 









Participants were not identified by name in any transcripts using the information 
obtained from any phase of data collection. Pseudonyms were created to protect the 
confidentiality of the persons involved as well as the institution. The documents were 
stored as encrypted files on my computer. The interviews were deindentified and 
transcribed following the interviews and then promptly stored after transcription. The 
transcriptions used pseudonyms and were stored as encrypted files on my computer. 
Participants’ confidentiality in this study remained secure. The consent forms were stored 
in a locked cabinet at Quinnipiac University School of Education. Electronic documents 
were also stored in a password-protected folder on my computer, which is kept in a 
locked office when not in use. Subsequent uses of records and data will be subject to 
standard data use policies, which protect the anonymity of individuals and institutions. 
Participants have the right to withdraw their contributions at any point. School leaders 
and administrators from the school site did not have access to raw notes or transcripts 
unless they were provided in a structured interview during a set time for focus groups. 
This precaution was made to prevent individual comments from having any negative 
repercussions for participants. 
Data Analysis 
I situated these curricular texts within frameworks for understanding literacy to 
orient my study. Like Rogers and Mosley Wetzel (2014a), this approach was 
“cumulative” (p. 128): first, by defining mindfulness discourse communities through a 





second, by designing a study that utilized the steps of analysis of discourses drawn from 
the critical discourse frameworks of Rogers and Mosley Wetzel (2014a), Fairclough 
(2012), and Janks (2010) (see Table 2). Also following the analytic guidelines of Haddix 
(2010), I adapted a three-step system for coding written linguistic data from the context 
of a public forum (see Appendix A). A suggested CDA data analysis for the study of text 
and power followed Fairclough (2003) and Janks (2010) and was also aligned with social 
events and bracketing drawn from critical literacy and racial literacy practices (Brown, 
2016; Rogers & Mosley Wetzel, 2014a). Furthermore, I not only relied on textual 
analysis to situate curricular meaning-making, but I identified ways to “[redirect] 
observations to refine and substantiate those meanings” (Stake, 1995, pp. 8-9). This 
responsive and interpretive approach to case study design was termed as progressive 
focusing (Parlett & Hamilton, 1976, in Stake, 1995). In doing so, I tracked patterns of 
anticipated as well as unexpected relationships to upgrade my own generalizations about 
the variables in the study (Stake, 1995, p. 42). 
Critical Discourse Analysis Framework 
The analysis of discourse data was the same for both the public text and 
multimodal data sets since the comparison of discourse occurred across collective and 
individual sources. The Faircloughian CDA Framework (see Table 2) guided the coding 
rationale for both the public texts and parts of the multimodal narratives, which incurred 
multiple readings. This allowed for a direct comparison of the patterns found in the 
public texts and stakeholder multimodal narratives such as the common linguistic 
features, narrative structures, and related d/Discourses circulating throughout texts. 





participants and/or the curriculum to follow these lines of thought (Janks, 2010). I also 
looked for claims of desirable teaching and learning experiences framed by participants 
in this case. These desires spoke to the kind of mindfulness practices and attitudes that 
were legitimated by the discourse community.  
Using methods of analysis adapted from Fairclough (2003), Haddix (2010), and 
Rogers (2003), the analysis of texts occurred in three steps that attended to both the form 
and function of linguistic features: first reading of text, second reading of text, and 
extended analysis based on readings one and two (see Appendix A). During initial 
reading, I generated a transcript and segmented the text into stanzas and verb clauses. I 
employed progressive focusing to respond to unexpected questions sourced from 
previewing the segmented transcripts (Stake, 1995). In the second reading, I located the 
narrative structure, survey linguistic features, and code for “the orders of discourse, G for 
genre (ways of interacting), D for Discourse (ways of representing) and S for style (ways 
of being) (Rogers, 2003)” (cited in Haddix, 2010, p. 107). Lastly, the coded data were 
sorted into a tripartite schema for genre, discourse, and style. A hybrid of this coded 
method combined with a descriptive analysis of selected images and nonverbal data was 
applied for multimodal representations that were included in the participant narratives. 
Lexical data was cross-analyzed with nonverbal data (Rogers & Mosley Wetzel, 2014a). 
In following Fairclough’s (see Rogers & Mosley Wetzel, 2014a) methodology to further 
theorize about the power and knowledge moving across translocal discourse, this step 
described “the ideas about the world present in the talk” (p. 129) while referencing 
sociolinguistic patterns of negotiation and juxtaposition in the authors’ position. I reread 





and con-texts, as well as in moments of hope, liberation, and equity expressed in the 
community texts (Fairclough, 1993).  
Table 2. The Faircloughian Framework Guiding the Survey of Linguistic Features 
 
Source: Rogers & Mosley Wetzel, 2014a, p. 129 
Participant Interpretation 
For the interviews, the first step of analysis included participant reflections on the 
discourse patterns found in the first two data sets. This was done by providing reflective 
questions for the participants that invited a collective form of narrative analysis (Rogers 
& Mosley Wetzel, 2014a) (see Appendix B). The transcription of the focus group 
interviews was analyzed as text data. The transcripts of this process offered “a written 
way of representing discourse” that was found at the relational and interactive juncture of 
translocal discourses. As co-analysts, participants were prompted to look across the 





the facilitating researcher, I shared my interpretations about the themes I found as a way 
“to identity similarities and variation within the group of narratives” (Rogers & Mosley 
Wetzel, 2014a, p. 109). Participants’ interpretation of the initially coded data shifted my 
response to the initial themes in the first three data sets and was reflected as dialogic data 
in my researcher journal and the upcoming chapters, which describe the data.  
My mapping of participant analysis and commentary during the focus groups 
reflected an eye to “conscious and unconscious” lines of thought that moved between 
curriculum and interpretation (Ellsworth, 1989, p. 319). Therefore, I expanded on the 
existing themes that recognized commonalities and variations of mindfulness discourse 
throughout the data. In taking up the notion of participants as unpredictable in the ways 
they act on and in a discourse community (Ellsworth, 1989), I sought to understand if 
stakeholders identified any tensions, conflicts, or dissonance in their group conceptions 
of mindfulness as well as student needs and goals. I looked for similar tensions, conflicts, 
or dissonance in my reflections of themes and patterns found in the data sets.  
Researcher Role and Journal 
As a reflective interpreter situated in the complexities of a distinct discourse 
community, it was important to balance the generalizing nature of a comparative analysis 
along with a translocal and contextually driven look at d/Discourse and curriculum 
(Rogers & Mosley, 2014a; Stake, 1995). For this reason, I used a reflective journal to 
note any needed changes in the direction of inquiry or research design and made those 
changes accordingly. Though this study was constrained to an inquiry of local discourse 
within one curricular discourse community, the previous research I conducted on SEL 





my broader insights. The reflective journal captured my own understandings of “how 
globalization shapes and is culturally produced in social life” by allowing a space for 
“simultaneous attention to multiple levels including international, national, and local and 
careful study of flows and frictions of influence of ideas and actions through these levels” 
(Bartlett & Vavrus, 2017, p. 41). These ideas will inform my future research. 
Trustworthiness and Validity 
The focus group interviews offered the opportunity for participants to make sense 
of the researcher’s interpretation of data alongside the researcher, through a reflection on 
the genre (ways of interacting), discourse (ways of representing), and style (ways of 
being) patterns found in narratives and school texts (Rogers, 2003). As a tool for 
enhancing trustworthiness and validity in this study, transcribed participants’ interactions 
and raw data collected from the first two phases of data collection provided a member 
check that looked “for accuracy and resonance with their experiences” (Birt, Scott, 
Cavers, Campbell,  & Walter, 2016, p. 1802). The initial question for the group invited 
participants to co-analyze and collaborate on the interpretation of the collective and 
individual data by asking: Can you help me understand a few questions I have about 
themes in the narratives? Since “the goal of the process is to understand how our 
participants understand and make meaning of their experience” (Seidman, 2006, p. 24), 
the interpretations of data provided by and with the discourse community also created an 







My research, and the motivation for this study, arcs from tackling various issues 
stemming from my own experiences of schooling and classroom practice as a White 
teacher in schools serving students with marginalized identities. Though I am a first-
generation college student of Indigenous-Canadian descent, I identify as White and 
recognize the privileges that have been afforded to me through higher education and 
various social and institutional structures that privilege individuals who look like me. 
Within my own schooling experience, I was labeled “at-risk” due to my family 
background, academic success and failure benchmarks, and exhibiting emotional 
behaviors that were considered unsafe by school counselors and administrators. As a 
result, I was institutionalized for part of my high school experience. My adverse 
childhood experiences have informed my background in using contemplative practices 
such as Reiki and yoga to work through my own recovery needs. In the process of 
becoming a teacher, I applied these practices to some of the challenges I faced with 
classroom management and school climate. I participated in a series of trainings across 
various institutions and community groups as a way to better inform my self-care 
practices as well as transfer these skills to students.  
However, I experienced a variety of results ranging from students who requested 
daily time for silence, or yoga, or guided meditation, to students feeling physically 
threatened that they had been asked to close their eyes or participate in something 
considered religious by their family members. As aforementioned in previous chapters, 
these experiences influenced my theoretical framework wherein I have taken up a critical 





study, I continued to challenge my position and the assumptions of my role as a White 
teacher in the lives of marginalized youth. I recognize my role as an accomplice within a 
larger educational system of inequity, and I feel this requires an investigation of curricula 
as well as examining what being a White teacher reveals through thoughtful and critical 
qualitative research. My teaching experiences in schools have also reflected the national 
demographics where 82% White teachers (NCES, 2013) and 50% students of color 
(NCES, 2011) populate schools. This demographic landscape is often contested in 
arguments toward multicultural education, culturally relevant pedagogy (Au et al., 2016), 
and abolitionist teaching (Love, 2019). Further, these demographics have been indicative 
of a historic and systemic exclusion of Teachers of Color from educational spaces as well 
as a perpetuation of White supremacy (Foster, 1990). As such, I have surmised that anti-
racist studies inducted by White teachers inevitably necessitate some form of member 
checking as well as rigorous self-study, and can contribute to needed interventions in the 
dismantling of White privilege.  
These understandings have caused me to question the function of curriculum as a 
mediator in the teacher-student relationship. When I posed questions about my 
positioning alongside some of the SEL manuals I had often used in classrooms and 
school contexts where I had worked, something changed. I became reflective of my 
power and privilege as a White teacher sanctioning emotional behaviors for historically 
marginalized students. I questioned if I should be responsible for or have the authority to 
designate how students should act or feel without making explicit connections to their 
lived experiences and cultural realities, or without recognition of the inequitable 





students’ meta-cognitive worlds with emotional mandates generated from race-evasive, 
normative discourses that were part of the predominant SEL narrative in schools (Sleeter, 
1993). In an exploration of critical scholarship across the academy, I found the work of 
critical literacy and critical race scholars to be the most impactful in helping me to 
deconstruct, inform, and work from this position. I continue to bring a combination of 
this scholarship, my schooling experiences, and working as a teacher to my current role 
as an Assistant Teacher Professor in a predominantly White teacher preparation program 








IV—DOCUMENTS, INTERVIEWS, AND THEMES 
Nested in the public spaces of various neighborhoods surrounding the school, my 
conversations with participants took place across a constellation of local gathering spots 
that served as safe spaces for community discussion. The concept of mindfulness 
manifested in different forms as the discourse community (Bazerman, 2003) described, 
narrated, and co-analyzed its curricular interpretations and everyday practices throughout 
each of our collaborative sessions. During this inquiry process, the discourses identified 
through my analysis positioned mindfulness in complex and varied ways throughout 
participant dialog, narratives, and texts. As I detail in the remainder of this chapter, the 
curricular discourse community (CDC) framed mindfulness as the explicit teaching of 
critical thinking and academic skills that helped their students move toward college 
preparation. They described mindfulness practices as part of self-regulation skills needed 
for learning and academic growth, and as part of social skills necessary for the cultivation 
of personal resilience and self-confidence. In addition to being framed as skills, some 
participants linked mindfulness to a distinct commitment to anti-racist pedagogy and 
emancipatory practices that strongly shaped their curricular decision-making, while 
others also related mindfulness to the systemic equity work framed by the building’s lead 
administrator and school development partners. In other words, the mindfulness curricula 
I encountered in this discourse community were not a part of formalized interventions 





Instead, the CDC took great responsibility in pursuing mindfulness in a way that fit the 
commitments, goals, and needs of their specific learning environment and students. 
The CDC that staffs this school has been dedicated to a whole-child approach to 
school development (Comer et al., 1996, 1999) that has undergirded its curricular aims 
for over a decade. On the surface, the outward-facing messages of the CDC seemed to 
share arguments similar to those made by current counter-movements in mindfulness and 
SEL. These scholars argued that mindfulness interventions for youth, along with other 
contemplative practices such as yoga, should be anchored to the tenets of self-
empowerment and self-care in the name of cultural and social justice and resistance to 
predominant modes of power (Berila, 2016; Owens et al., 2016). Akin to the prosocial 
approach to mindfulness in the classroom, the participants in this discourse community 
also recognized that adult mindfulness practices should be an inextricable part of the 
school culture where formal and informal student interventions are taking place 
(Jennings, 2015; Jennings et al., 2013; MacDonald & Shirley, 2009). In recognizing the 
community’s stance, I became increasingly curious about how these curricular 
commitments and assumptions shaped the communities’ unique understandings of 
mindfulness and resultant practices in their lives and the lives of students. In this chapter, 
I discuss how an analysis of school-based texts and introductory interviews provided 
answers for the following questions:  
1. What discourses and practices contribute to the communities’ 
conceptualization of mindfulness curriculum? 






3. What, if any, alternative knowledges of mindfulness exist in the community 
that enforces such curriculum?  
To do so, I applied a participatory approach to critical discourse analysis 
methodology using linguistic data from existing texts produced by the discourse 
community before the study, as well as linguistic data that were generated through our 
resulting interactions (Cahill, 2007; Fairclough, 2003; Gee, 1990).  
School-Based Texts 
In this section, I introduce the school-based texts collected from the curricular 
discourse community as well as a few of the evident themes found in these texts. A 
school administrator provided six documents after I inquired about publicly shared and/or 
collaboratively informed texts that might describe how mindfulness is defined or 
practiced in the school. The curated selection of texts (see Table B2) ranged from Grade 
9 and 10 Student Advisory Manual (237 pages), the school’s Failure Intervention Plan  
(2 pages), the school-wide Student and Staff Support Team (SSST) Form, a peer-
reviewed article entitled A Cultural Analysis of the Achievement Gap Discourse: 
Challenging the Language and Labels Used in the Work of School Reform (Carey, 2014) 
that was used for professional development with staff (29 pages), a faculty Book Study 
Flyer (1 page), and a selected chapter from a publication on trauma-informed drama 
therapy for students co-authored by a school administrator and district staff (35 pages). A 
separate junior and senior Student Advisory Manual was mentioned by faculty but was 





In looking broadly across these texts, one could see familiar interventionist and 
developmental discourses shaping the documents that are also germane to discussions of 
urban education and student achievement (Popkewitz, 2012). Yet these familiar concepts 
worked in combination with other ideas and concepts that were uniquely part of this 
community’s understanding of child development and SEL (Fairclough, 2003). 






Reading across the text titles of the collected documents highlights a connection 
between student risk and achievement discourses through their focus on failure 
intervention and trauma-informed therapy, as well as a critique of traditional school 
reform language and labels outlined in the peer-reviewed article. The texts in this 
collection occupy multiple stances. They create meaning together about caring for 
adolescent students and their developmental trajectories in a conceptual space where a 
Failure Intervention Plan co-exists with a text that is “challenging the language and labels 
used in the work of school reform” (Carey, 2013). In another example, the Grade 9 and 
10 Student Advisory Manual, Table of Contents (see Figure 4) frames three major areas 
of focus for supporting students’ social and emotional learning pathways promoting a 
growth mindset, engaging in mindfulness activities, and addressing student trauma in 
educational settings. These kinds of groupings allude to specific constructions of 
mindfulness, and mindful subjectivities, that take on a particular meaning in each text and 
in combination with other texts, but may differ elsewhere in the data set, participant 
responses, and related literature (Fairclough, 2013). These particular constructions are 
described more fully throughout the analysis chapters. In addition to indicating some of 
the faculty’s and administrators’ shared understandings, the collected texts also point to 
the ongoing, collaborative learning of the discourse community as evidenced by the 
school discipline framework, Student and Staff Support Team (SSST) Form, Book Club 
flyer, and peer-reviewed article used for professional development. Next, I show how I 
concentrated on specific text passages and pages of the text set, using the insights of the 






Guided Selection of Texts  
Rather than self-selecting the text excerpts I would use from over 300 pages that 
were provided, I informed my selections with participant input from the initial consent 
meetings, resulting in a smaller set of coded curricular texts (see Table B2). In this way, 
the curricular discourse community became a guide for traversing the data as I 
encountered the school-based texts. The informed consent meetings, which are discussed 
in more depth in this chapter, were initially planned as 10-15 minute information 
sessions. However, these initial sessions lasted an average of 1 hour each across a total of 
seven participants. These collegial conversations provided needed context for the texts 
that I had been looking at on my own and influenced a more participatory turn to the way 
I approached the data collection phase of the study. During these meetings, I shared that 
administrative participants had already provided me with a collection of curricular texts 
that related to mindfulness. As part of these contextualizing discussions, participants 
pointed me toward more specific excerpts that held particular meaning for themselves or 
the group. For instance, I was led to pages from the trauma-informed drama therapy 
chapter, and sections of the Grade 8 and 10 Student Advisory Manual that participants felt 
were more closely connected to their interpretations of mindfulness as it applied to their 
day-to-day teaching practices. 
In our discussions, participants also prefaced some of the conceptualizations that I 
might find in these texts, as well as what might not be found within the confines of the 
page. As Freshman Advisor Christine (see Table 3) explained during our interview, “The 
school discourse is different from what you see in the manual…. We are using 





these instances, participants drew upon their own alternative knowledges and those of 
their students to further animate their personal understandings of SEL and pedagogy 
beyond what the written texts could say. These explanations helped me to become aware 
of the plural meanings of mindfulness that moved through the discourses and practices of 
this community in named and unnamed ways and was part of a much larger discourse 
community that extended beyond the parameters of this study. It was my job to bring 
these specific understandings to the texts when delving into further analysis throughout 
the work. Thus, these initial interviews went hand-in-hand with my text selection process 
and the contextualizing of the discourse community, and allowed me to narrow in on 
specific pages that directly related to the research questions. 
Alternative Approaches to Discipline and Intervention 
For this theme, I noticed where the discourse community labored over making use 
of instructional time and space, as well as student time and space, in specific ways. I 
consider discipline as ways of being where teachers function as mediators for promoting 
desirable student behaviors and intervene with instructional strategies that work toward 
desired student outcomes in this analysis. In this educational context, students come from 
other primary and intermediate schools that may have had very different approaches to 
learning and discipline than those shared by this discourse community. Throughout the 
school-based texts, there are consistent references to students’ academic success and 
achievement in relationship to mindfulness. I found it particularly interesting that these 
discourses of achievement were also typically linked to discourses of intervention and 






that this discourse community services a large population of diverse high school students 
with diagnosed trauma histories or those who have sought out alternative schooling paths 
for secondary school. Accordingly, this discourse community has worked to create 
alternatives to traditional testing, grading, and classroom management, as well as 
wellness support and trauma care specific to the needs of the school population they 
serve. 
Emphasis on Time Management 
An example of a discursive link between discipline and mindfulness is evident in 
the Grade 9 and 10 grade Student Advisory Manual text, where discourses of student 
achievement relate to time. Teachers in this discourse community are encouraged to use 
the Student Advisory Manual as a procedural guide for working with students in the 
secondary age range during their weekly Advisory sessions. The purpose of the Advisory 
sessions is to promote relationship-building between teachers and students as students 
work to develop job skills and college readiness. As part of my analysis of this manual, I 
asked: What does mindfulness look like and sound like in the text? And How are 
meanings around student/learner or teacher identity constructed? On the first reading, it 
was apparent that the manual directs teachers to guide students in completing specific 
tasks related to time management, organization, and self-care. On page 22 of the text, 
discourses linked to student achievement and academic success are represented as 
teachers leading students through the processes of Mindfulness, Calendar Scheduling, 
Community Service & Internships, Goal Setting, and Reflection. However, on the same 





2003; Janks, 2010) that shape the text show that “mindfulness work” is conceptualized as 
a counter-balance or antidote for many of the processes that were simultaneously named: 
✓ Mindfulness Work  
• Have students take time out of their busy lives to practice mindfulness. You 
could open or close each Advisory period with mindfulness, you can practice it 
when you have extra time, or you can build it into your Advisory lessons during 
stressful times of the year. Please take advantage of the materials provided in the 
Advisory resource guide. This could be something you do for a minute or two, or 
something you do for ten minutes ... whatever you are comfortable with. (Student 
Advisory Manual, p. 22) 
 
Students’ time appears tightly scheduled in this text passage. They are described 
as having “busy lives” that they can “take time out of...to practice mindfulness.” Upon 
first reading this, I sensed that mindfulness was conceptualized as something separate 
from the pace of daily life that students and teachers were experiencing. It had a separate 
timeframe and a separate space that existed “outside of busy-ness.” With the broader aim 
of the Advisory text in mind, I thought about supporting students in taking over the 
management of their own calendars and their own goals. The idea of mindfulness as 
something “you [teachers] can practice when you have extra time” feels antithetical to 
supporting students with finding extra time in their own schedules. In the same way, 
mindfulness is suggested for times of increased stress, “during stressful times of the 
year.” It does not encourage the teacher to model mindful practices any time or as an 
integrated part of daily life. I found this telling of the lives of both the students and 
teachers in this school. Both are pressed up against intense time constraints, coinciding 






Figure 5. Student Discipline Protocol and School-wide Failure Intervention Plan 
   
Purposing a Developmental Lens  
The Student Discipline Protocol and Schoolwide Failure Intervention Plan (see 
Figure 5) were also provided by the discourse community when I inquired about 
mindfulness practices and approaches in their school. “Barbara” and “Christine” both felt 
that these texts were representative of the “alternative approaches to discipline” and 
parent-teacher communication practices that were characteristic of their school because 
they were “student-centered” and designed specifically with their students’ lived-
experiences in mind. Yet, these documents focus on explanations of how discipline and 
intervention will be handled in this school. For this reason, the sub-theme of 
Developmental Lenses sits in a direct relationship to the sub-theme of Time that was 
described above. These documents are part of a larger collection of documents that details 





Christine. The documents were collectively and collaboratively authored by several 
stakeholder committees. This kind of collaborative and community-generated policy 
around issues of student discipline and intervention is an indicative feature of schools that 
follow a Comer School Development Program (Comer, Haynes, Joyner, & Ben-Avie, 
1996), as was the case with the school where the curricular discourse community was 
located. In the Student Discipline Protocol, adolescents are framed as in need of 
“develop[ing] positive relationships with their teachers in order to become responsible, 
respectful, and contributing members of their school community.” To do so, the document 
language frames a shift in thinking required by the adults in this school. The Protocol is 
contingent on adult ways of being where “all adults in the school community view 
discipline through a developmental lens.” In other words, they must be cognizant of 
viewing student behaviors with specific adolescent needs and developmental 
characteristics in mind. Since this phrasing emphasizes the need for a specific point of 
view around discipline, one can infer that this point of view is counter to a traditional way 
of seeing discipline where stereotypes and biases shape student subjectivities, and views 
of compliance and subservience inform discipline frameworks. However, the adults in this 
text play a key role in bringing awareness to their views of discipline and the resulting 
dynamics with students. Adults in this text are directed to model and teach “positive 
discipline behaviors” and to do so in a “deeply respectful and encouraging manner.” 
Though it is unclear what positive discipline behaviors explicitly look like in this 
schooling context, one clue about how student issues might be addressed are denoted by 
the mentioning of several stakeholders and teams throughout the School-wide Failure 





evidence of instances where the discourse community focused on the use of their 
instructional time and space and student time and space in strategic and intentional ways. 
Both documents provide a step-by-step procedure for addressing student concerns with 
stakeholder input, and both reference a variety of stakeholder teams that are essential to 
each step of the Plan and Protocol processes. In the School-wide Failure Intervention 
Plan, after-school tutors, Student Advisory groups, grade-level teams, the Guidance 
Department, social work clinicians, trauma clinicians, the truancy committee, the SSST, 
Content Teams, Learning Lab staff, and student-led conference meetings are listed as 
student supports. While being framed under the banner of positive behavior support, the 
title of the document mobilizes discourses of accountability that suppose student failure. 
This interventionist discourse brings validity to the actions being described for students in 
the text. In the Student Discipline Protocol, a similar pattern occurs. Across the top of the 
document, the school planning and management team (SPMT) is indicated as having 
updated this Protocol for staff distribution in September of 2018. The SPMT consists of 
stakeholders from across the school community and includes parents and families as 
members of the committee. The SPMT is an integral part of the Comer Model, which 
guides the schools’ interactive planning and development process. Additional teams that 
are referenced in this document are the Strategy Team, grade-level teams, and parent and 
teacher teams, who are described as working in conjunction with one another to review 
plans and outcomes. There is also mention of a shared Google document where teachers 
and administrators can collaboratively monitor student concerns. These texts portray 
discipline and intervention at this site as a very structured set of steps that are deeply 





collaboration of the school community at large. They also show that student consequences 
are not issued out by one adult only, as is typically the case in the discipline and 
intervention dynamics of traditional schools. In this school, there is no monolithic voice of 
authority to dictate the good and bad of student behaviors or to dominate the achievement 
discourse. Instead, a focus on proactively examining the child’s needs and behaviors 
through a developmental lens distributes the responsibility of discipline and intervention 
across the entire community and provides multiple perspectives on what failure and 
achievement could mean. 
Mindful Identities 
As part of the critical discourse framework guiding this study (Fairclough, 2003; 
Rogers & Mosley, 2014b), I also looked critically at the power relationships that were 
produced by the communities’ texts (Fairclough, 2003; Gee, 2010). As a result of this 
analysis, a theme of mindful identities inevitably surfaced within the school-based texts 
(see Table B2), and across the data sets that are discussed in upcoming sections of the data 
analysis. In terms of purposing a critical whiteness lens of analysis towards issues in 
education (Ellsworth, 1997; Ladson-Billings & Tate, 1995; Leonardo, 2004), this also 
means looking specifically at the racialization inflected in the power relationships 
described or omitted from the texts, interviews, narratives, and focus groups that took 
place. As explained in Chapter III, I also used the methodological work of critical literacy 
scholars to guide this analysis (Janks, 2010; Rogers & Moseley, 2014a). Janks (2010) 
described that the critical deconstruction of textual instantiations of discourse helps us to 





reveal them as constructed representations of the social order, serving the interests of some 
at the expense of others” (p. 36). 
Much as I did with the review of literature, I held one personal question in mind 
that has shaped my critical lens for reading the data with regard to power and identity; 
Who is asking who to be mindful? In other words, Mindfulness for whom, by whom? My 
inquiry was informed by the Procedural Steps for Critical Discourse Analysis of CDC 
Text (see Table A1), where examination of the form and function of the narrative, 
intertextual connections, verb usage, and orders of discourse helped to reveal these power 
relations at a word level (Fairclough, 2003; Janks, 2010). A chapter excerpt on trauma-
informed drama therapy program called ALIVE from a peer-reviewed journal provided 
rich examples of the way that discourses of wellness and power intersect in these texts. 
As with the other texts shared above, this chapter was submitted in response to an inquiry 
of what mindfulness means in this discourse community, but it was not immediately 
evident to me how the participants made these connections when first reading the text. 
One excerpt from the text described as follows: 
     Once the student shows disruptive behaviors, teachers will naturally begin to 
apply various control actions to contain or suppress the behavior. Quite often, 
these control actions, though completely rational and appropriate, may mimic 
some of the behavior of the perpetrator in the student’s stressful event. (p. 212) 
 
In this passage, the tellers are writing in academic prose. They are knowledgeable about 
brain science and developmental theories of adolescent growth, likely drawn from the 
clinical psychology field. In the document, they cite additional texts from the clinical 
psychology and child psychiatry fields to substantiate their argument, and allude to 
traumatic stress responses as something both teachers and students should work to avoid. 





predominant power position in the classroom, can trigger students’ traumatic events, 
resulting in “strong and maladaptive behavior” on the part of students (p. 211). This text 
reveals deep-seated concerns about identity and power in the classroom, which are linked 
to children’s developmental identities and adults’ caretaker roles. In asking mindfulness 
for whom, by whom, the text is asking teachers to be mindful of students’ identities and 
experiences as part of their responsibility to the power differentials created between adult 
and child. Here, the role of teacher goes far beyond an instructor of curriculum or advisor 
of academic progress. Instead, the teachers in this power dynamic are responsible for 
attending to students’ collective and personal traumas in the way that they shape their 
relationships and communication with students. At the same time, the roles of teacher and 
student that are constructed in the documents use clinical and, at times, dehumanizing 
language, which counters the community’s public message and aims. 
Another excerpt from the submitted chapter states: 
     Freire developed his approach, which he termed the Pedagogy of the 
Oppressed, as an alternative to what he referred to as a banking model of 
education where students are given facts and figures without developing the 
capacity to reflect on the relevance of their education to their own lives. Popular 
education is a process in which teachers and students critically reflect upon 
current social issues, engage in collaborative problem-solving, and apply their 
learning to their lives. This continual process of action and reflection, or praxis, is 
meant to extend beyond the classroom space to other areas of a student’s life.... 
This consciousness raising approach to understanding oneself in relation to the 
dynamics that influence the shaping of society becomes the basis from which to 
actively work towards personal and social change. (pp. 212-213) 
 
As an interactive narration and persuasive text, this excerpt argues for 
consciousness raising on the part of students, teachers, and community members working 
together, built on the theoretical arguments of Paolo Friere (1968). The authors model 





Oppressed and apply it toward the use of Trauma-Informed Drama Therapy for adversely 
affected students. As Barbara described in the initial document-gathering process, who 
fits into the category of adversely affected students is determined through the school 
trauma clinicians who utilize the Adverse Childhood Experiences (ACE ) Question Set 
and Score Scale as a determinate measure (Felitti et al., 1998). What makes this text 
interesting to me is that the chapter was authored by Barbara, one of the administrative 
leaders in this discourse community, along with authors who did not work in the school 
or participate in this study. This helped me to see how discourse communities and their 
members fluctuate (Bazerman, 2003; Gee, 2010), where predominant discourses of 
accountability and intervention flow in and out of the local community (Barlett & 
Vavrus, 2017), and how intertextual voices are drawn on to make meaning that is deemed 
significant or legitimate in this context (Fairclough, 2003). The identity of the group 
shifts as individuals draw meaning from additional texts and experiences to accumulate 
knowledge. Reciprocally, these discourses shape the identity and power structures of the 
community (Gee, 2010). 
Racialization/Racialized Identities 
In a different example, the theme of identity appears in a Book Study Flyer (see 
Figure 4) that was created by faculty during the 2017-2018 school year. In this flyer, 
three books are featured as part of a year-long book study focused on issues of 
community identity, racial inequality, and criminalization. The flyer provides the dates 
and times when staff members can gather to discuss the books. The titles arranged in this 
particular sequence carry the theme of identity across a year’s worth of intended 





Christine (see Table 3) and a small group of school staff who were soliciting other 
classroom teachers and school staff to come to a book study featuring books they had 
curated based on the interests and input of the group. The teacher-facilitated Book Clubs 
initially started as part of a staff Health & Wellness initiative and continued under a 
school development grant during its progression. Like the teams described in the 
discussion of discipline and intervention, this kind of collaborative teacher-led facilitation 
around issues of community and identity is another indicative feature of schools that 
follow a Comer School Development Program (Comer et al., 1996). As part of the Comer 
Model, teachers and school stakeholders are encouraged to monitor and investigate issues 
of the community, with an emphasis on the student community as something that reaches 
beyond the classroom walls. The Student Advisory Manual 2017-2018 provides teachers 
with a calendar for systematic instruction of the Comer Pathways with students as part of 
Comer School Development Process. In this instance, an instructional emphasis on the 
Comer Pathways indicated that educational achievement in this school is about whole-
child development and support in cooperation with students and families. In accord, the 
School-wide Failure Intervention Plan document states that “students in need of 
academic and behavioral interventions” will be closely monitored by the Student and 
Staff Support Team (SSST), who develops a plan for students and continues to review 
students’ academic and behavioral progress regularly. Here, a connection between 
identity and discipline and intervention are made, opening questions around who is in 
need of discipline and intervention in this space. Pairing the information from the Student 





allows for an examination of the kinds of student and family identities that may be a part 
of the discourse community’s professional learning focus and partnerships. 







Table 3. Participant Roles in Curricular Discourse Community 
Pseudonym Participant Role 
Barbara District Leader/Principal 
Paul English Classroom Teacher  
Melanie Senior Advisor and Social Studies Classroom Teacher  
Christine Freshman Advisor, Advisory Manual Author and English Classroom Teacher  
Jamie Mathematics Classroom Teacher and (School) Grant Writer 
Brandon Physics and Medical Studies Classroom Teacher 
Renee Business Manager, Magnet School Coach 
 
 
I connected the notion of community to 2017-2018 staff demographics data for 
the District that were reported by the State Department of Education, where 87% student 
population consisted of Asian, Black, Hispanic and Latino/a descent, and only 26% of 
teachers are Teachers of Color. In this case, the demographics at the school site are 
reflective of the larger District demographics. To that point, the flyer featured above (see 
Figure 6) can be read as a majority White teaching staff bringing an awareness to issues 
of racialized identities, including their own, wherein there is an implicit ownership of the 
conflicts and binds of White teacher identity (Jupp et al., 2016) running beneath the 
group’s invitational message. The flyer represents a call to learning about historical 
concerns of marginalized communities and the promotion of racial awareness in issues of 
education as part of an overarching wellness initiative. In this way, this messaging 
subverts the stereotypical rhetoric of teachers as missionaries, or as culturally color-blind 
or unaware and impeded by their own whiteness (Matias & Mackey, 2016; Sleeter, 





of this text, I remained curious about how Teachers of Color might feel in joining this 
discussion space. 
When reflecting on the questions Mindfulness for Whom? By Whom? An inquiry 
of the book selection in this flyer offers a few hints about the kinds of identities that are 
shaped by, move along with, or in resistance to mindfulness and wellness discourses in 
this community as they intersect with issues of race and structural oppression. A reading 
of the text titles shows how these texts frame various ways of being as they relate to 
educational identities inside and outside of the school. Partnering with Parents to Ask the 
Right Questions: A Powerful Strategy for Strengthening School-Family Partnerships 
(Santana, Rothstein, & Bain, 2016) expresses ways of being powerful and ways of being 
right in family partnerships. Pushout: The Criminalization of Black Girls in Schools 
(Morris, 2015) brings attention to ways of being on the part of those who are 
criminalizing Black girls, and Black girls as encountering criminalized identities. Finally, 
We Were Eight Years in Power: An American Tragedy (Coates, 2017) centers ways of 
being that are part of an American tragedy when the Obama Administration was in 
political power and then out of political power through its course.  
In looking across these titles that were arranged in this particular way, I am 
reminded of Holloway’s (2006) work, which recognizes how the curation of book lists 
are often strategic. Her research explored the idea of book lists as placeholders or choices 
that leave a mark on identity, or one’s culture, and generate an autobiography about the 
reader. By listing these books for this reason, Christine and her colleagues communicated 
a desire for community development and understanding in the areas of Parent-Teacher 





arrangement also provides an interesting perspective on how a theme of identity is 
localized in the inter-relational aspects of teacher identity within the curricular discourse 
community: teachers and parents, teachers and students, and teachers and teachers. With 
consideration for the context in which this flyer was generated, this selection of books 
indicates that Christine, and members of the discourse community, would like to inform 
their relationships with families and students as well as enhance an understanding of their 
citizenry. The group drew on an intentional selection of voices and perspectives that were 
racially and culturally reflective of the student community. Their aims were to 
incorporate these voices into the local curricular discourse and take up their learnings 
through collaborative practice. The flyer also tells the reader that local discourse is 
welcomed and valued by saying, “You don’t have to read the book to join the 
discussion”; in this way, there is an open forum for bringing together knowledge of the 
big Discourse from the book in partnership with local discourses of teacher experience 
(Gee, 1990). During his interview, which is explored further in the next section of this 
chapter, Paul described this kind of inclusive and investigative teacher-led practice as 
part of being an “anti-racist, emancipatory teacher, where we give power to students; 
[power is] the same coin where there is agency for both teacher and student.” 
Trauma-Informed Care 
Further, applying the understandings drawn from this sample in response to 
conceptualizations of mindfulness helps to widen the dimensions of discourses that were 
included thus far. Throughout the ALIVE Chapter’s text, there are many instances of 
intertextuality that recontextualize and are in dialog with other texts (Fairclough, 2003). 





Responsive Classroom practice of Morning Meeting (2014), the federal policy No Child 
Left Behind Act (2001), and Freire’s (1968) Pedagogy of the Oppressed are knitted 
together to substantiate the use of dramatic therapy practices with students who have 
been significantly impacted by traumatic stress. This is not to say that these authors and 
their work would agree with one another or were intended to work together. This is to say 
that the discourse community and its contributors linked these particular texts together in 
a specific way to produce a specific effect (Gee, 1990). The process of linking these texts 
creates a chain of rationalizations that helps to legitimate the use of drama therapy in 
certain schooling contexts (Thompson, in Janks, 2010, p. 37), particularly the school 
where the discourse community currently works. In connection to the theme of Discipline 
& Intervention, these wellness therapies take place on school grounds where it is 
foregrounded that students with trauma histories can opt to attend this school, rather than 
a traditional school, because of its intentional trauma-informed programming. 
In the School Discipline Protocol and School-wide Failure Intervention Plan 
documents (see Figure 5), close monitoring of students’ social emotional behaviors is 
described as a central function of the school’s SSST. An overlap of achievement and 
trauma discourses is evident throughout each document. This is first recognizable through 
the use of the on-site trauma and social work clinician mentioned in the School-wide 
Failure Intervention Plan. On-site clinicians work in partnership with students on 
specific issues related to academic failure, while also serving as members of the school’s 
SSST who monitor students’ academic and behavioral progress and determine 
corresponding interventions. The Failure Intervention Plan explains that “Students who 





and are also referred to the social work clinicians,” while “students whose failure is 
attributed to issues of anger or grief are recommended to the school trauma clinicians.” 
The SSST determines these categories for students. Thus, the discourses of achievement 
for the student population in this school are tied to discourses of failure, emotions, and 
trauma-informed approaches to student support. Yet, students are not described through 
deficit discourse that often leverages discourses of school reform (Carey, 2013; 
Solórzano & Yosso, 2012). In this document, students are understood as having had 
traumatic experiences impacting their ability to achieve in school. School failure is not 
attributed to student ability or cognitive deficits but to their emotional experiences and 
lives outside of school. Instead, the team must endeavor to dig more deeply into 
understanding the reasons for student failure and providing students with non-traditional 
support(s). Correspondingly, the first step of the School Discipline Protocol prompts 
teachers “to speak to the student privately, outside of class in order to gain insight into 
the behavior” at the first sign of concern. In the third step, teachers are also advised to 
“reflect on classroom conditions that might impact the student behavior,” which mirrors 
the guidance provided in the ALIVE Chapter where teachers were asked to take stock of 
the power dynamics when relating to issues of emotions and behavior, and when working 
with students who shouldered traumatic histories. Throughout the Intervention and 
Protocol documents, teachers are advised to communicate directly with students in safe 
and affirming ways. The use of on-site clinicians in conjunction with the Comer School 
Development process further bolsters the school’s claims of centering trauma-informed 





The notion of trauma-informed care in this CDC also extends beyond student 
trauma. The texts I analyzed show evidence of this community as conscientious of, and 
working within frameworks for, addressing generational trauma. In a way similar to the 
intertextual description of the ALIVE Chapter, the Book Club Flyer also assembled 
particular texts together to communicate a message about informing practices from 
colleague to colleague. The goals of the community who authored the Book Club Flyer 
are more deeply understood through an examination of the book titles with generational 
trauma in the foreground. The book Partnering with Parents frames an understanding of 
school-based traumas where families may feel excluded from school decision-making, or 
where their schooling histories may have attributed to an aversion to educational 
institutions and teachers (Santana et al., 2016). Pushout points to the traumatization 
caused by a schooling process that historically siphons Black and Brown students toward 
incarceration (Morris, 2015), while We Were Eight Years in Power recognizes the 
traumatic implications of identities who are fixed in a collective and historical political 
struggle (Coates, 2017). Though these traumas reach past the local issues, the curricular 
discourse community in this study seems to recognize how generational trauma is 
triggered through modes of schooling and the roles of teachers and authority figures. In 
conjunction with the learning from the other texts described above, a reading of this flyer 
demonstrates how the discourse community sought for a better understanding of trauma-







As introduced previously, participant information sessions, which were slated for 
10-15 minutes, expanded into longer conversations that brought rich contextual clues and 
supported relationship building that was essential to the inquiry process. The initial 
participant meetings lasted an average of 1 hour each across a total of seven participants 
(see Table 3 above). This interchange reciprocally and reflexively shifted my response to 
the research design while on the ground (Cahill, 2007). Since these meetings were very 
dialogic in nature, and the participants seemed verye engaged in asking about the study, I 
took the cue that our conversations were part of a trust-building process that helped the 
community to determine if I was a trustworthy researcher. I also sensed their enthusiasm 
for critically informed research, which is akin to the academic tenor of this school 
(Patterson & Weideman, 2013) and further fostered this trust. The participants then gave 
their verbal consent to extend their IRB permissions to include the interview data in the 
study, and also requested when they wished for certain commentary to be left out. 
Brandon, who attended the initial information meeting, provided me with contextual 
information about the school, and he expressed a promising interest in participating in the 
extended study but never returned to the subsequent conversations during our focus group 
meetings. Our initial conversations also provided space for participants’ anticipation of 
what might be shared as we headed toward an exploration of the participant narratives 
and focus group discussions together. As a result, the notes taken during each induction 
interview informed the inclusion of certain themes and foci in the participant focus group 






Equity and Inclusion in a Northeastern City School 
Across the initial interviews, participants emphasized equity and inclusion and 
self-identified the context of the study as an urban schooling environment. I noticed 
where the discourse community described their concerns around inequity, bias, and 
oppression, or made use of equity and diversity discourses as part of their response. 
These descriptions are discussed more fully in this section. Here, I draw from Gorski’s 
(2015, 2020) work on equity literacy in which ways of being for equity-literate teachers 
include exhibiting “the will to vigilantly identify inequities, eliminate inequities, and 
actively cultivat[e] equity” (https://www.equityliteracy.org/equity-literacy-definition) to 
define this theme. In the context of the school where the discourse community worked, 
all students from the District were allowed to enter a lottery to attend various magnet 
schools throughout the district. The State Department of Education (2018) demographic 
data for the District, as mentioned earlier in this chapter, lists an 87% student population 
consisting of Asian, Black, and Hispanic and Latino/a descent. The magnet funding in 
this District makes up for the habitual defunding of education that has historically 
stymied this community and its students. With a reliance on magnet funding to keep 
schools equitably stocked and staffed, students from outside of the District, mainly White 
suburban towns, are solicited to attend these specialized schools as part of the federal 
magnet program’s underlying desegregation aims. While one of the underlying objectives 
of magnet schools is to alleviate issues of inequity in structures of schooling, magnet 
schools are often critiqued as perpetuating these same issues by centering school funding 
and school development projects on the headcount of White students. In the case, the 





reconstruction program and was one of 35 new school buildings in the city. As part of the 
curricular development for this school, they were also designated as a business-themed 
magnet school, which afforded them with specialized training, staffing, equipment, and 
resources for teaching a business-centered curriculum. Throughout the interviews, all 
participants made reference to their position as a magnet school, or having specialized 
staff, alternative student support structures, and equity-minded curriculum and grading 
measures (Bensimon & Malcom, 2012; Dowd & Bensimon, 2015). Participants also 
connected these descriptions to their impetus for equitably just and literate educational 
spaces. 
Pedagogies for Social Emotional Learning 
An intentional SEL and mindfulness-informed pedagogy was evident to me 
throughout the various forms of student-centered opportunities that the CDC described in 
its interviews and throughout its texts. During our conversations, the discourse 
community frequently pointed to the practices they used, such as student-led conferences, 
mastery-based learning, research roundtables, instruction of the Comer Pathways (1999), 
drama therapy sessions, and weekly advisory sessions, which functioned as forms of 
mindfulness and opportunities for SEL. As an example, the School-wide Failure 
Intervention Plan describes deliberate steps for supporting students “who are 
experiencing academic failure due to social emotional issues.” The Plan also states that 
the SSST will develop an intervention and ongoing monitoring plan for students who fall 
into this category. While meeting with Melanie, Christine, and Barbara, they described 
how these practices were emblematic of the equity-based, student-centered pedagogical 





Melanie: Our student-led conferences are SEL. We have a student-centered 
report card night, which is a counter-narrative of the status quo. We work in 
trimesters, which minimizes stress for everyone. It’s really SEL for all. 
 
During my initial interview with Barbara, she described more about the SEL 
approach that was embedded in the practices and processes of the school. Mindfulness 
was one component or strategy of the broader SEL framework here. On occasion, SEL 
and mindfulness were used intermittently to represent the concept of students’ social 
emotional supports. She elaborated on some of the factors that made these approaches 
and practices come to fruition as part of the ongoing school-wide focus on SEL. “There 
are many SEL factors [at this site] that make this work possible. We had the time, the 
management, and the funding with support from the Nellie Mae Grant. There are 
deliverables per team members on timelines so we can track the progress,” she said. 
Barbara’s response mobilized similar accountability discourses noted in the school texts 
through an emphasis on things such as time, funding, and management. Barbara was clear 
to differentiate that many schools do not have these supports and the pursuit of 
independent funding made it possible for her to build out these initiatives and keep them 
moving and growing as the school’s leader. She emphasized that “these grants [allowed] 
discretionary funding [for] blocks of time with food, and pay for summer work, 
professional development time, and planning for student-centered learning that eventually 
shifted to Mastery-Based Learning [model].” In other words, Barbara framed the notion 
that implementation of SEL-based school climate initiatives required something beyond 
the regular resources with which schools are typically equipped. This required the 
discourse community in turn to use the language of accountability in order to gain access 





interview also touched on the factors needed for SEL-focused pedagogies to be 
successful in secondary schooling environments. Christine clarified how the team has 
“shifted around the kinds of words” they used to describe SEL and mindfulness-based 
practices so that the team could develop consensus and momentum around collective and 
collaborative curriculum development: “We are balancing different teachers’ beliefs. 
When there are some who don’t buy-in, what can we do?” Barbara’s and Christine’s 
comments alluded to issues of equity where time, funding, staffing, and resources were 
viewed as essential to developing solid SEL supports for adolescent students. 
In a different conversation, Melanie also spoke in terms of equity discourse when 
describing SEL. She argued for the kind of SEL and mindfulness learning that was “fused 
with all aspects of their life.” She also emphasized the “creativeness, originality, and 
inventiveness” of the staff who developed these practices into formal and informal 
learning opportunities with students, such as the “sock puppet modeling” of the Comer 
Pathways (1999), during their weekly Advisory periods. Melanie’s comments made a 
distinction between SEL as an interventional curriculum that was separate from the day-
to-day experiences of teaching and learning, and forms of teaching and learning that were 
socially and emotionally informed with students’ particular needs, identities, and 
developmental phases in mind. She also made student-centering an essential part of the 
rationale for taking up the “counter-narrative” practices she described. 
In contrast to Melanie’s concept of SEL and mindfulness as fused with everyday 
life as well as being creative and inventive, page 85 of the school’s 2017-2018 Advisory 
Manual features a definition of mindfulness transcribed from the film Room to Breathe, 





     The need for mindfulness in our education system is clear. Stress levels in 
students are high; pressure from within the school system as well as from parents 
for increased test scores takes a toll on both students and teachers. There are 
increasing numbers of suspensions and dropouts; kids are disengaged from 
school and don’t even want to be in school to learn. Many problems schools face 
are the inability of students to focus or control their impulses, stress and anxiety 
in both students and teachers, and a lack of connection between students and 
their school community. (Advisory Manual, p. 85)  
 
In this text passage, discourses of mindfulness are positioned against the threat of stress. 
Mindfulness is constituted as something education clearly needs through its construction 
as an antidote for test-related stress, school discipline problems, and classroom 
engagement. Students are described as having “the inability of students to focus or 
control their impulses,” which can be analyzed as expressions of deficit-based and 
authoritative discourses by their framing of student “inability” and impetus for “control” 
(Solórzano & Yosso, 2012). The text also connotes “a lack of connection between 
students and their school community.” Again, the idea of lack is situated in deficit 
discourse which assumes students are responsible for their own failure because of a lack 
or an inability, and that mindfulness will restore these deficiencies if practiced in schools. 
Unlike the embedded SEL-informed approach to teaching practices that Melanie 
described as “counter-narrative to the status quo,” Kabat-Zinn’s (2018) conceptualization 
of mindfulness overlooks the lived experiences and diverse knowledges, identities, and 
abilities of students. Nor does this text work to identify educational inequities and issues 
of marginalization (Gorski, 2020), which may be creating many of the problems the 
author described. By shouldering students with the need for intervention, mindfulness, in 
its popularized mainstream iteration, applies a practice of self-understanding to 
subjectivities that are decontextualized from the inequities and injustices students face. In 





system is broken, with none of the reasons for mindfulness as something personal or a 
purely enjoyable practice. From a researcher standpoint, I wondered if Christine, who had 
compiled this manual as part of the school’s development work, was aware of these 
tensions while also remembering her comments about balancing differing terminology 
and points of view. From a researcher standpoint, I thought it was fascinating to find this 
kind of deficit discourse interspersed with the equity-minded discourses of the CDC. 
These competing pedagogies highlighted some of the ways that mindfulness interventions 
and SEL curricula in schools can be controversial and in conflict with diversity and 
equity efforts. 
Anti-racist discourses. Throughout my initial interview discussions with 
Barbara, “Paul,” and “Lisa,” Ibram X. Kendi’s books, How to Be Anti-Racist (2019) and 
Stamped From the Beginning (2016), were referenced as the kind of knowledges that one 
should use to inform one’s pedagogical dispositions and critical awareness as an educator 
in this school. This drew my attention to the idea that the participants in this CDC also 
shared pedagogical commitments and interests that were connected to anti-racist 
pedagogy. In one instance, Paul noted that being an “anti-racist and emancipatory 
teacher” for him meant “being someone who gives power to students and promotes 
agency in their learning.” Paul oriented mindfulness as a lens of awareness that was 
directly informed by the work of critical race scholars, such as Kendi (2019), and is used 
for making conscientious pedagogical decisions that are both student-centered and 
historically informed. 
Paul’s comments underscored similar beliefs in the participants’ socially just 





(King, 2018). This version of mindfulness places students’ lived experiences at the center 
and is framed by historical understandings of struggle and inequity, including an 
understanding of students’ subjectivities within these inequitable structures. In tune with 
Paul, Barbara, and Lisa, Melanie also urged that doing what is best for students meant 
disrupting their own personal biases and emotions, as well as confronting social 
stereotypes and beliefs during our initial meetings. These participants felt that this kind of 
race-visible (Jupp, 2017; Sleeter, 1993) and self-reflective work was required as part of 
being a mindful staff member so that the team could innovate possibilities for more just 
educational experiences for their students, and think more collaboratively through what 
Barbara described as the implementation of “authentic curriculum.” As an administrator, 
Lisa described her own “contemplative framework” as a way to “check yourself when 
addressing the needs of students” and determine “how I feel in my needs and actions” 
before supporting them with issues of behavior and trauma. Paul described this as 
“noticing teachers’ emotions” and the importance of “listening and presence” in teachers’ 
work who must make room for students’ emotions while understanding that they “can’t 
stop the pain” students face. 
Similarly, Barbara, Melanie, Paul, and Lisa emphasized their stance against 
standardized testing, traditional grading, and corporatized schooling models during our 
initial conversations. These comments helped me to make connections between the 
concept of racially conscious teaching and the mindfulness practices this team utilized in 
order to work against institutional inequalities, racialization, and biases that conventional 
schooling structures like traditional grading systems and standardized testing reinforce 





intervention together, I noted how participants emphasized the use of trauma-informed 
and restorative practices, such as restorative circles and Trauma-Informed Drama 
Therapy, in resistance to traditional discipline processes and zero-tolerance policies that 
many schools in their district typically enforced. Challenging these notions, Barbara, 
Melanie, “Jamie,” Paul, and Lisa specifically highlighted the importance of being 
mindful of such harmful policies and practices in spaces where students were deemed as 
under-achieving or assumed to be “at-risk” (Brown, 2016). Here, discourses of anti-
racism and alternative teacher pedagogy were braided together as participants shared 
their counter-stories of teaching and learning in response to the societal constraints placed 
on students and the deficit mindsets that educators often espouse with regard to 
historically marginalized students.  
Discourses of crisis. It is also important to mention that the discourse community 
frequently drew upon crisis discourse when describing mindfulness for themselves and 
for their students throughout the initial interview phase. The link between crisis discourse 
and pedagogical discourse was often evident throughout these introductory meetings. As 
a researcher, I found that exploring the connection between the communities’ 
pedagogical discourse and discourse of crisis further animated a sense of the day-to-day 
school climate that I was not able to observe directly. Barbara described their school 
climate in terms of a tension of things stacking up and, potentially, falling apart. She 
remarked how “It is often difficult to figure out where to push. There are always new 
initiatives, piling up. It’s like Jenga.... [The job of the leader] is to mediate the levels of 
urgency.” In this example, Barbara utilized a game of unsteady building blocks as a 





up alternative pedagogies in their work often positioned them as vulnerable to district 
interference, and that changes in leadership made it difficult to maintain school autonomy 
without a leader who could navigate the district power structures to keep things intact. 
She felt that the CDC risked being targeted by higher-ups who might break the team apart 
because there was evidence that these alternative methods were working, thus creating 
pedagogical and political tensions in the relationship with district administration. 
Similarly, Christine shared, “Sometimes it feels like the little Dutch boy with his finger in 
the dam.” In her description of daily school crises, a fictional story about a boy who 
saved a town from flooding is used to illustrate what aspects of the school climate may 
feel like for some participants. Akin to the discussions of pedagogy, they also positioned 
mindfulness as a lens of awareness for focusing on the team’s goals, and further oriented 
it as a way to avert stress during feelings of crisis. This notion of stress was different in 
that it connected to acknowledging systemic issues and crises. 
Upon seeing this following response (see Figure 7) during the narrative collection 
phase, I was immediately reminded of the interview discussions above where discourses 
of crisis and trauma-informed practices had been used to negotiate meanings around 
mindfulness. This narrative sample provides a clear example of intertextuality that I 
coded for throughout this data set, wherein the signs in this image reference other texts 
and voices to substantiate meaning (Fairclough, 2003). The illustration in the meme 
shows the character Rafiki from the animated feature film The Lion King (Disney, 1994). 
In this image, Rafiki is enacting the Gyan Mudra, a physical representation of an ancient 
Indian Yoga Sutra. The language genre is in the form of a popular internet meme, 





discrete units in memetics, Jackson, 2017). This “When meme” is recombined by the 
author to show the emotion (a wise baboon in Africa) that a teacher might feel (pulling 
self together, finding inner peace) when they think they might have a breakdown during 
class and instruction. Here, the crisis is also about holding it together in the immediacy of 
an urgent and seemingly intolerable moment. The mindful body postures and behaviors 
represented by the figure in the image provide a window to some of the ways that this 
community thinks about and believes mindfulness to be.  









This indicated to me that I should highlight these themes when meeting with the 
focus group to inquire about their reflections and responses to the connections I was 
noticing. The data analysis discussion makes note of the intertextual examples found 
throughout the narratives and focus groups as part of the chapter discussion. 
Teacher Identity and Power 
Following my primary analysis of school texts, I found connections that further 
illustrated how the theme of identity traveled through different curricular discourses of 
the community. As the school administrator, Barbara described how teacher identity was 
changing in this school and how the curricular discourse in the school was changing with 
it. We are “moving away from expert model power structures. No more ‘sage on the 
stage,’” she said. “We are moving from teachers as ‘all knowing’ [to] learning alongside, 
[and] valuing student experiences.... It opens up the door to decolonize the curriculum,” 
Barbara argued. Likewise, Paul mentioned “sage on the stage” teacher identities and 
described how members of the CDC were working to problematize this kind of teacher-
student relationship with hopes that others on staff might buy in to a more “non-
disciplinary approach.” Christine also described how “a core group of staff leads the 
movement to innovate” and allows for “traction” around changes to curriculum and 
instruction in the school. She attributed this strength of core staff and momentum around 
innovation to Barbara’s “staff selection process.” Barbara was described as someone who 
determines who will be the right fit for the school, given its population needs and socially 
just education model. Brandon and Jamie also mentioned that Barbara’s staff selection 
process was something they felt made the school more successful, as both of them hinted 





In these examples, the sub-themes of racial identity, teacher identity, and power 
overlapped. When reflecting on the power relationships that were produced by the 
communities’ texts, I recounted the demographic composition of the school as well as the 
implication of teacher, student, and family identities that circulated through the 
discourses and themes of the texts. I read Barbara’s use of the word “decolonize” as 
curbing teachers from enacting whiteness through their curricular and instructional 
choices and dispositions (Matias & Mackey, 2016). I heard “decolonize the curriculum” 
as making (White) teachers aware of what a colonized curriculum was and embarking on 
the work it would entail to dismantle it (Au et al., 2016). In Barbara’s explanation, the 
concept of decolonizing curriculum was coupled with getting rid of “sage on the stage” 
teacher identities, where adult identities are centered as expert identities and authority 
figures, and more completely where White identities are also centered in the pedagogical 
model and the curricular design (Au et al., 2016). In this way, Barbara extended a 
discussion of mindfulness to de-centering oneself when it comes to pedagogical 
relationships and, more specifically, de-centering White identities from being the main 
voices of the educational space. 
Christine and Paul’s comments also expressed a desire for their colleagues to 
change. Like Barbara, Christina and Paul were petitioning their colleagues to be mindful 
of their own teacher identities, and the power and potential they held in their positions, so 
they can occupy educational spaces in more reflexive and responsive ways. Christine 
conceptualized this change as a “movement” where educators in the CDC are 
“innovating” school programs and instruction in desirable ways. Paul problematized 





rally around what he described as “shared concerns” that pointed to what needed to be 
changed in the schooling environment or in the inequitable schooling structures at large. 
However, where issues of structural inequity were frequently discussed throughout these 
interviews, the racial identities of teachers and students in this school were not 
specifically named outside of pointing to the work of other authors, such as Kendi (2019). 
The movements and innovations that Christine mentioned did not name the identities that 
they sought to serve. In also reading for what is excluded from the text, I acknowledged 
that movement toward innovation in the context of this school had to do with serving a 
diverse population of high school students, many of whom have encountered adverse 
childhood experiences, who have faced educational neglect, and whose families have 
incurred generational trauma due to their racial and religious identities or cultural status. 
Similar to the analysis made for the Book Study Flyer, I was drawn to the conclusion that 
White teachers in these instances were soliciting their White teacher colleagues to join 
them in critical practices that will potentially allow for an honest examination of race, 
identity, and bias but in less specific terms (Sleeter, 1993). There is a desire that such 
conversations among colleagues will provide the desired momentum for innovating the 
work around issues of schooling as it relates to the students, teachers, and families in this 
school. 
Threat of District Surveillance 
When we were not speaking of curricular texts or instructional practices 
themselves, my dialog with participants often leaned into discussions of power on a 
broader scale. Many of these implicit connections about power and protection were made 





dynamics among staff. In this sense, the implicit and explicit aspects of the interview 
conversations worked in partnership to develop thick descriptions of the community, their 
discourses, and their practices, though I was not working ethnographically. These 
conversations were also reflected from a different point of analysis in the Discourses of 
Crisis section above. As part of these conversations, a few participants indicated that they 
hoped they would not be easily identified as the data were shared during focus groups or 
in the published report. There were a few indications of the existence of different teacher 
groups in the school who were identified as “buying in” to the school’s whole-child, 
trauma-informed model and anti-racist stance, or who were “naysayers” of the school’s 
curricular initiatives and approach. We also discussed how the local news media, district 
leaders, and previous researchers had misrepresented their school’s progress and 
initiatives in the past. I was encouraged to read those media stories and reports with an 
understanding of missing information or bias. The participants expressed some concerns 
for how public knowledge of their work could draw attention to the community in ways 
that sought to dismantle teacher-led and trauma-informed schooling models. The power 
of various public organizations and decision-makers seemed to shape the rationales and 
identities of the CDC. It seemed that power in these instances worked to imprint the 
consciousness of several participants, influencing how they described themselves and 








Through a careful examination of school texts, field notes, and interview data, this 
chapter illustrated how this CDC interpreted mindfulness in various ways. They took up 
mindfulness as a lens for developing a strong pedagogical commitment to anti-racism and 
schooling equity. They purposed mindfulness in conjunction with other trauma-informed 
practices and student supports that were focused on adolescent development. They also 
grappled with what mindfulness meant as it moved through stories of their personal and 
collective stressors and responsibilities. Thus, a review of discourses and practices 
reflected throughout the school-based texts, field notes, and interview data allowed for a 
deeper understanding of the discourse community and school setting when direct 
observation was not possible (Stake,1995). The themes of Discipline & Intervention, 
Identity, and Equity & Inclusion were evident and visible throughout the analysis of 
texts, reflection notes, and commentary shared in this chapter. These themes appeared 
again throughout the analysis of multimodal narratives and focus group interviews that 
took place in the Textual Data Phase of the study (see Table 1), alongside some 
additional themes that appeared in the narrative texts where emotionality and 
personalization patterned the data differently, and more clearly than the expository texts 
in this chapter have displayed. 
My engagement with participants during the Textual Data Phase of the study 
showed me more about their process for curriculum-making than what could have been 
said by simply looking at texts and multimodal narratives alone. Through these dialogs, I 
became more attuned to how fiercely protective all participants were of their students, 





of their concerns with recent criticism from the press and complicated shifts in work 
dynamics due to recent changes in school and district leadership. As such, I did not want 
to be in the position of coming in to simplify their meaning-making by providing a 
reductive snapshot of their work or creating a misinterpretation of their story. With the 
concerns of the CDC in mind, it felt appropriate to include my participants differently 
than in the ways they were typically figured in conventional critical discourse analysis 
(CDA) studies. As Chapter III described, utilizing the tools and practices of critical 
literacy educators to inquire alongside students guided me in structuring a CDA approach 
to purpose alongside teachers and administrators (Rogers & Mosley, 2014b) as they 
critically investigated policies and curricula. During the Textual Analysis Phase, I drew 
on Cahill’s (2007) reconceptualization of participatory action research (PAR) to adapt my 
study design and involve the participants as co-researchers more authentically than I had 
imagined. Having gained a better sense of each participant individually as well as the 
shared themes in their work, I was primed for facilitating a collective conversation during 








V—NARRATIVES AND FOCUS GROUP THEMES 
For the curricular discourse community in this case study, mindfulness seemed to 
be something that extended beyond brain-breaks and moments of meditation as described 
in the group’s School Advisory Manual. Rather, mindfulness took on several meanings 
and was conceptualized and legitimated in a variety of ways throughout the community’s 
texts and conversations. As framed in Chapter IV, this community took up mindfulness 
as a lens for developing a strong pedagogical commitment to anti-racism and schooling 
equity. They purposed mindfulness in conjunction with other trauma-informed practices 
and student supports that are focused on adolescent development. They also grappled 
with what mindfulness means or makes possible as it moves through descriptions of their 
personal and collective feelings, stressors, responsibilities, and dynamics. In this chapter, 
I elaborate on the themes of discipline and intervention, identity, and equity and inclusion 
that were defined in Chapter IV, while introducing two new themes, stress and 
emotionality, which became more prominent in the narrative data and focus group 
discussions (see Figure 8 below). My analysis also considers how the definitions and 
conceptualizations of mindfulness in this community continued to shift and, much like 
the participants and the community itself, are in the process of “becoming” and 
developing new understandings and responses to discourses of power and social change 












I received five multimodal narratives at the start of the school year during data 
collection Phase 1. Several analyses of those data are discussed in this section. Of the 
personal narratives collected, three were typed as written responses. Barbara authored 
hers as an email to me as her audience, Christine submitted her narrative as an essay in 
response to prompt questions, and Paul composed his narrative as a letter to an imaginary 
new teacher if joining the school as an incoming teacher. The remaining two were created 
using a multimodal approach. Jamie submitted a collection of memes, and Lisa shared 





participant narratives occurred several weeks before the scheduled focus groups, using 
the discourse analysis tools described in Chapter III as part of the Procedural Steps for 
Critical Discourse Analysis of CDC Texts (see Table A1). Each narrative was 
individually coded in a digital format using the Procedural Steps described in Chapter III. 
The submitted documents were replicated in Google Docs and then analyzed through the 
procedural steps. This analysis included three readings of each text: a first reading that 
inventoried the words, pages, stanzas, and clauses in the transcript; a second reading that 
located the narrative structure, interpreted the linguistic features, and coded for orders of 
discourse (Genre, Discourse, and Style); and, lastly, a third reading that determined 
combinations of symbolic forms, identified possible cruces and conflicts (Rogers & 
Mosley, 2014a), and located moments of hope and motions toward equity, which allowed 
for further theorization of the power and discourse used to leverage meaning across 
discourse scales as well as through the intertextual relationships that shape meaning by 
referencing other significant texts (Bartlett & Vavrus, 2017; Janks, 2003). Samples of the 
narrative analysis are shared below, along with my commentary about how these 
participant narratives shaped the contents of the subsequent focus group document set 
(see Appendix G). 
Mindful Discipline and Intervention 
The discipline and intervention theme was evident throughout the participant 
narratives analyzed in this data set. In kind, Paul’s narrative took the form of a letter to a 
new teacher in their school. In this letter, he explained how “mindfulness as a teacher is 
perhaps most importantly, described as praxis, the intersection of theory and action.” The 





an analysis of the ALIVE Chapter explained the way this text employed the theoretical 
views of Freire (1968) to substantiate drama therapy in the discourse community’s school 
setting. In a similar intertextual relationship as the ALIVE Chapter, Paul specifically 
linked his description of teacher mindfulness to the concept of praxis. This pairing 
suggests to the reader that being mindful as a teacher is both theoretical and action-
oriented, while also holding transformative potential. He furthered that “Being reflective, 
inquisitive, and self-aware is critical for all teachers, but meaningless if it does not lead to 
constant action.” In this phrase, a binary of meaningful and meaningless emerges as it 
relates to the purpose of mindfulness for teachers and students and provides demarcation 
around what mindfulness means and does not mean in this community (Janks, 2010). 
Similar distinctions around mindfulness are described through the theme of discipline and 
intervention in the participant narratives (see Figure 8). 
Lisa’s narrative (see Figure 9) was submitted as a photograph she took of a 
collage of posters, slogans, and educational materials showcased on her office wall. This 
narrative is an excellent example of the intertextual process where Lisa’s collection of 
images and words are meant to reproduce the meaning of the words and ideas used in the 
selected texts. In this way, bringing these texts together “come[s] to be represented as 
universals—how particular identities, interests, representations come under certain 
conditions to be climate as universal” (Fairclough, 2003, p. 40). In Lisa’s collage, she is 
sharing her views of schooling, her views of student needs and identities, and her 
guidelines for adult behaviors in this context through a collection of texts. Together, these 
concepts form complex and intertextual definitions of mindfulness for teachers and 





and then read them together side by side. Refocusing on the top center section of this 
collage, there is a color printout that reads “Support & Development, Instead of 
Discipline & Compliance.” The audience of this particular text is likely to be 
administrators and staff who support students’ behavioral development. Yet, the list of 
actions included are meant to promote adolescent students’ academic growth. I found a 
juxtaposition between the idea of framing alternatives to discipline as academic supports 
and actions after reviewing this document a few times. This juxtaposition swirls around 
the ongoing debates of today’s urban students with regard to the overdisciplining of 
Black and Brown students in school and the erasure of students’ goals, needs, and 
identities as part of what Love (2019) called the “education survival complex” (p. 27), 
where “prisons and schools create a narrative of public outrage and fear that dark bodies 
need saving from themselves” (p. 10). This list is also a part of Lisa’s response, or 
counter-narrative, to traditional and constrictive approaches to discipline in schools, 
which was discussed as part of her more “contemplative framework” during our initial 
interview. The “Support & Development” text also places a particular emphasis on the 
issues of time and how it should be used where it prompts the reader to “guide every 
learning opportunity” and “make the most of every one minute.” As part of structured 
time reminders on this list, readers are encouraged to “coach students to mastery” as part 
of a mastery-based learning (MBL) approach, which engages a much more revision-
based, open-ended timeline for student skill development within the context of this 
school. Traditional discipline policies do not allow for things such as flexible timelines, 
the centering of students’ interests and goals, or the qualitative aspects of knowing 





assumes that that unstructured time in school is attributed to the need for discipline as this 
text, and its title, invert the need for student compliance to a need for meaningful and 
focused teacher (inter)actions. 










Christine structured her written response to the narrative prompts into two 
sections. The first directly answered the narrative prompt questions featured on the 
participant flyer: What does mindfulness mean to you? And What does it mean for your 
students? In her response about students, Christine explained: 
     I’m not sure that my 9th graders would necessarily understand the word 
‘mindfulness’ or have much of a definition or be able to explain how it relates to 
their lives, but they would be able to explain how advisory, mastery grading, and 
their teachers have helped them. 
 
Similar to the way the theme of discipline and intervention appeared in the school-based 
texts (see Figure 8), Christine’s narrative tells the reader that students also take part in the 
labor of making use of instructional time and space in specifically focused and mindful 
ways. In Chapter IV, this was evident throughout the examples of the School Advisory 
Manual and other school resources. Christine’s narrative reiterates this idea when she 
explains that teachers in this community “teach students in Advisory that they are more 
than their grades” and “have [scheduled] conversations hoping to help them find things 
they enjoy or are passionate about,” all of which circle back to the idea of discipline and 
intervention structures in this school as “relate[ed] to mindfulness and SEL without us 
using those words during Advisory or with students.” In their Advisory relationships with 
students, teachers function as mediators for promoting desirable student behaviors and 
transfer these mindsets, strategies, and routines to students so that they are internalized as 
they work toward desired academic and behavioral outcomes. 
In these examples, mindfulness and SEL have actionable outcomes and also work 
as counter-narratives to the educational status quo. The teachers and administrators in this 
discourse community are strategic and conscientious about avoiding dehumanizing forms 





the practices and pedagogies they are enacting as mindful counteractions to the 
hegemonic discourses of achievement and discipline that are typically associated with 
secondary urban schools. Therefore, I recognize that discipline and intervention as a 
theme in this case is not only about the management of preferred student behaviors or the 
administration of consequences. Instead, these samples strongly indicate that many 
teachers in this context discipline themselves through their approach to praxis. They 
show the discourse community world to assure that students are taught to internalize 
these practices, and that new members of the discourse community are indoctrinated into 
the culture of the school through the sharing of these structured practices and 
interventions. 
Identity and Self-Actualization  
In a different thematic example, this image (see Figure 10) was also submitted as 
part of Lisa’s narrative collage in response to the prompt, What does mindfulness mean to 
your students? The poster is part of a collection entitled Posters for Resisting Racism and 
Bigotry that was created by artist Kate DeCiccio (2017) and distributed through a 
partnership with the activist organizations: American Friends Service Committee 
(AFSC), Forward Together, Jewish Voice for Peace, Center for New Community, and 
Showing Up for Racial Justice. The text on the poster reads, “We commit to resisting 
racism and bigotry by interrogating our own histories, listening & taking action.” In 
framing this sample under the larger theme of identity (see Figure 8), I found that the 
meaning of the text connects with concepts about students’ lived experiences and cultural 
histories with regard to schooling. This poster purposes education as a liberatory process 





represented in the poster illustration and those who are supported by the organizations 
who collectively authored this poster. I was particularly struck by the link between the 
message of this poster and the discussions of emancipatory and anti-racist pedagogy that 
had emerged during my prior interviews with participants (Berila, 2016). By saying, “we 
commit to resisting racism and bigotry…,” this narrative sample also reflects a recurring 
emphasis on resistance to systemic injustice and the importance of racial awareness in 
schooling that were found throughout several participant responses and across data sets. 




The text continues to describe how students will interrogate, listen, and take 
action. Like the description of Christine’s work, this text alludes to students’ internalizing 
counter-messaging to traditional schooling that often includes erasure of student identities 
and exclusion of their voice in the learning process. As a result, I also coded this sample 





identity as well as equity and inclusion (see Figure 8). Since this example touched on so 
many different aspects of my data patterns, I felt that this particular image offered an 
important entry point for reflection and member-checking around these emerging themes, 
and subsequently included it as a prompt when meeting with the focus groups. 
In a different narrative example, Barbara’s definition of mindfulness shows a 
strong connection to self-awareness and self-actualization frequently described 
throughout the mindfulness literature. In her narrative, she stated: 
     My definition of mindfulness is: Mindfulness is the act of setting time aside to 
reflect on who we are, what gifts we possess, and how we impact the world 
around us. Failure to engage in this type of reflection can result in living an 
unfulfilled life. 
 
Barbara described the act of “setting time aside to reflect on who we are.” In terms of 
mindfulness research for teachers, self-awareness is defined as a teacher’s ability to 
“monitor their behavior to ensure they are modeling appropriate behavior” while working 
with students (Durlak et al., 2011, p. 433). Barbara specified that part of this reflection 
includes a look at “how we impact the world around us.” Similar to Barbara’s narrative, 
Christine described mindfulness as something that supports self-actualization: 
     To me, mindfulness is being aware of yourself, your needs, your strengths,  
and your weaknesses. I believe mindfulness, mindsets, and social/emotional 
learning/needs all go together. I think it is important to understand what your 
strengths are so you can use them appropriately in life, but it is also important to 
understand your weaknesses in order to continue to grow as a person and know 
when you might need additional help or support. 
 
Much like the definitions shared in Barbara’s and Christine’s narratives, mindful 
self-awareness for teachers in the predominant literature is described as “maintaining 
composure when they encounter socially and emotionally stressful situations” (Durlak  





composed, reflected on, and enacted in the teacher-student relationship. Connecting to the 
discussion of school-based texts, mindful self-awareness for students was framed as non-
judgmental awareness of one’s circumstances and emotions (Kabat-Zinn, 2013). 
Barbara’s and Christine’s definitions of mindfulness also caution the audience about 
using identity traits, such as strengths and weaknesses, “appropriately in life,” and the 
risks that come with “failure to engage in this type of reflection.” In Barbara’s words, 
failure to engage in these particular mindfulness practices or to apply these mindfulness 
skills “can result in living an unfulfilled life.” From both perspectives, mindfulness is an 
essential part of students’ personal goal setting and life satisfaction. Admittedly, my first 
reading of these definitions left me to question if “an unfulfilled life” implied a deficit 
view of students or a risk of students not possessing experiences of value if mindfulness 
was not applied (see Figure 11). This is why I brought this example to the focus group. 
As noted in Chapter IV, I responded to the team’s suggestion that my reading of this 
definition, and the image I had chosen to correspond with it in the document set, 
produced negative connotations that were not intended by the authors. 








Instead, the idea of having an “unfulfilled life” was part of the discourse 
community’s belief that mindfulness provides fulfillment and opportunity for integrative 
self-reflection that can be empowering for students who are working toward autonomy 
and independence. When looking at this image as part of the focus group document set 
(see Appendix G), Melanie noted, “I guess there’s potentially a theme of uncertainty 
here.” I probed further to ask, “What’s happening to or for the students in the images? Do 
you find common themes or any contrasting themes?” Melanie explained that 
“uncertainty can be figuring one’s self out, and uncertainty can be lacking a plan.” 
Aligning with Barbara’s and Christina’s point of view, there is a risk of failure and what 
Melanie forwarded as “motivation withering because of that”—in other words, because 
of a lack of self-awareness and a plan for one’s future. Melanie furthered that 
“uncertainty can be around the identity of not knowing when or where it’s safe to be 
yourself.” Her comments bring an additional aspect to mindfulness as potentially 
vulnerable students ascertaining safe spaces for themselves by “knowing when and where 
it’s safe” to share or express one’s identity freely and openly. These comments deepen 
our understanding of how the discourse community views mindfulness practices and 
mindsets as vital to students’ self-actualization and fulfillment. 
Equity, Inclusion, and Self-Awareness  
In revisiting Paul’s narrative, I found he described three separate definitions of 
mindfulness: mindfulness for teachers, mindfulness for students, and mindfulness for the 
school community. Written as a letter to a new teacher, Paul’s letter inducts this 
imaginary figure into the discourse community by explaining how three distinct identity 





needs, and goals of the collective community. Paul’s comments overlap with Barbara’s, 
Christine’s, and Melanie’s discourses of identity as they constructed their rationale for 
mindfulness in this context. Yet Paul’s definitions are undergirded by concepts of 
schooling inequity and social inequalities, which bolster his argument for more 
meaningful and mindful relationships across all social spheres of the school. He describes 
mindfulness for teachers in this way: “In my practice as a teacher, mindfulness means 
being reflective, inquisitive, and self-aware.” Part of teacher mindfulness includes “to be 
conscious of how factors like bias, racism, and patriarchy affect the way we approach our 
work.” Paul’s comments connect to the theme of teacher identity and power that were 
presented previously (see Figure 8). Here, Paul is thoughtful about notions of power as he 
connects them to mindful self-awareness. He describes mindfulness for students as 
“giving students the tools, practice time, and opportunities to practice metacognitive 
behaviors.” According to Paul, part of mindfulness includes how “students are coached to 
ask themselves what they can do to improve, hopefully internalizing this process of 
questioning and planning for students’ lives after.” He also describes mindfulness for the 
school at large with a strong emphasis on the inclusivity of the school climate where 
“mindfulness means having people, structures, and time to do all the work described 
above.” Like Melanie’s comments regarding Barbara’s narrative during our focus group 
discussions, Paul’s narrative emphasizes how mindfulness must be exercised “in order to 












In this example from Jamie (see Figure 12), a meme generated by social media 
authors is shared as part of a curated collection of memes that were used to explain her 
reflections on what mindfulness means for teachers in this discourse community. Several 
of the memes that Jamie shared also emphasized stress and exhaustion with sarcasm and 
emotionality, which is discussed in an upcoming section of this chapter. The function of 
the meme that is featured above is to provide satire and critique around issues of 
teachers’ role, as well as the teacher-student relationships implicated by the initial author. 
In submitting this meme as a narrative response to the questions asked, the function of the 
text also provides satire and critique around mindfulness for teachers and students. The 
top half of the image signals the notion that the teacher imagined themselves and their job 





with one another. Moreso, in context of the larger meaning of mindfulness generated by 
the curricular discourse community, there is a shared belief that the teacher will work 
against problems of injustice and inequity through their approach to schooling. Yet, in the 
bottom portion of the image, the text illustrates that the author actually feels like their job 
is like herding escaped dinosaurs, as demonstrated by a still from the movie Jurassic 
Park (another intertextual reference). 
With an eye to the theme of equity, I was acutely aware of how the subtheme of 
racialization of the teacher-student relationship is demonstrated through the image of a 
White teacher working with a Black student in the classroom (see Figure 12). However, it 
is unclear if this framing was intentional on the part of the participant. Yet for me, the 
associations made at the top could not be separated from the message on the bottom, 
which could infer that students are feral and dangerous as ascribed to a pack of 
velociraptors or that managing the responsibilities of this work feels all-consuming. 
Likewise, the dinosaur keeper is also White and seemingly overwhelmed with controlling 
the environment. As the reader, I am prompted to make inferences about Black students 
and the nature of teaching from the perspective of a White teacher. As the text attempted 
to illustrate what this might feel like, it potentially generates a victim stance for the White 
teacher who is upset that their career did not turn out as expected, and who grapples with 
being the intermediary between an unjust system and its students. Subsequently, the 
students in this image are shouldered with the responsibility of making this teacher’s job 
easy or difficult, depending on how they behave within school or embody schooling. 
From an equity perspective, this goes beyond a critique of structures and barriers that 





and prejudiced discourses that circulate in the dominant discursive field regarding the 
teacher-student relationship (Gorski & Pothini, 2018; Janks, 2010). 
This particular image also reminded me of the statistics mentioned in Chapter I, 
where 84% of today’s teaching force is predominantly White and female, and, in most 
cases, where White teachers comprise the predominant teaching force in urban schools 
(NCES, 2018). Thus, I was keenly attuned to data samples, like the one above, that I 
found to produce overt or covert inflections of racialized dialects during my critique 
(Fine & Ruglis, 2009). These texts were in contrast to the verbal and written texts that 
were focused on embracing diversity and resisting the status quo, and spotlighted a 
chorus of scholarly voices aimed at liberation, equity, and anti-racism. Yet, my 
conceptualization of what is and is not mindfulness discourse, as well as what is and is 
not equity or anti-racist discourse (Gorski & Pothini, 2018), has greatly changed during 
the data analysis process. Like Fine and Ruglis (2009), I believe that public school 
notions of merit and lack are based on neoliberal policies and the racialization and 
framing racialized educational geographies for youth. Therefore, I noted how members of 
the curricular discourse community can be occupying several social and pedagogical 
spaces (or identities) at once. They can be working toward what they believe to be 
equitable outcomes for students, while also grappling within themselves or with one 
another about how to do so within the constraints of working within a neoliberal 
education system that continually disadvantages marginalized students (Fine, 2009), and 
within the limited scope of being White in this very system. 
Expanding on the theme of equity and inclusions, Christine’s narrative explained 





“focus on how each student can continue to grow and improve if they choose to.” Her 
narrative delineated a mindful “mindset” which makes explicit that teachers in the 
discourse community “don’t focus on the grade or the failure.” This iteration of 
mindfulness is about seeing and envisioning a version of schooling that is more equitable 
and encouraging than those focused on exclusion and failure. In her narrative, she shared, 
“I believe mindfulness, mindsets, and social/emotional learning/needs all go together.” 
Christine described that the mindset of this discourse community is about helping 
students to “see that they can continue to improve,” a definition that seems rooted in 
Dweck’s (2016) growth mindset work. In Dweck’s mindset work, teachers are trained to 
view themselves and their students as having inherent potential. They must foster the 
belief in themselves and in their students that “their talents can be developed (through 
hard work, good strategies, and input from others)” (p. 2). Christine’s narrative also drew 
on the notion of continued hard work, reflection, and the use of feedback as a means for 
student growth and success. This mindset approach to teaching and learning in an urban 
teaching environment moves in resistance to deficit mindsets or achievement stereotypes 
about students. Moreso, concepts of mindfulness and growth mindsets in Christine’s 
narrative ultimately link to productivity and assume a kind of social success and mobility 
that can come with hard work. As part of my analysis, I recognize that examples like 
Jamie’s and Christine’s shoulder so much social and emotional labor on students and 
teachers by creating a level of urgency to undo the abuses and injustices that generations 
of inequitable schooling have created, and to utilize mindfulness and growth mindset as 







Unlike the existing themes discussed so far in this chapter as well as the previous 
chapter, the theme of stress became most visible to me when coding and analyzing the 
participant narrative data (see Figure 8). Previously, stress had been the center point of 
the existing academic literature on mindfulness and mindfulness discourse. Most notably, 
in Kabat-Zinn’s (2013) mindfulness-based stress reduction (MBSR) approach, stress had 
been the main indicator for employing mindfulness interventions with both adults and 
children. Kabat-Zinn’s work outlined the Grade 9 and 10 Advisory Manual’s formal 
definition of mindfulness in Chapter IV. Thus, it is not surprising that stress would be 
thematic in this study. However, from a researcher perspective, I reflected on how 
participants carefully measured their words around stress and avoided teacher stress 
discourses when it came to our initial discussions and the reading of school texts during 
the first study phase. There seemed to be an unspoken agreement about not complaining 
about teacher workload or expressing being overrun by responsibilities as teacher tropes 
often portray. It was not until personal reflections were shared that stress came up as part 
of the community’s specific story. In this study, the theme of stress is indicated by 
mentions of teacher stress; student stress or trauma; pressures resulting from issues of 
time; and pressures having to do with circumstances, structures, and systems affecting the 
discourse community and their students. In these ways, the theme of stress intertwined 
with the thematic discussions of all prior themes, including discipline and intervention, 
identity, and equity and inclusion. As stress became a clear theme of its own throughout 
the narrative analysis, it also correlated with a theme of emotionality, which is discussed 





Stress and Time  
As mentioned, the theme of stress was closely linked with mentions of time, as in 
the case of Paul’s letter to a new teacher, where a lack of time creates a resulting tension 
in not being able to practice mindfulness. In his conclusion, Paul shared: 
     Lastly, our school community needs a lot of time to implement these practices 
of mindfulness, as you have probably already heard me say (either explicitly or 
implicitly) there never feels like there is enough time. We do our best to use 
meeting time built into the school calendar, but it is never enough. Teachers and 
students are working before and after school every day of the week on 
mindfulness. 
 
Paul’s stress is very palpable to me in this passage. His words sway between caution and 
optimism. He seems to be putting his best face forward by explaining some of the 
commitments and responsibilities he hopes new teachers will adapt. He also warns them 
about the pace of life at this school. For example, the statement, “our school community 
needs a lot of time to implement these practices of mindfulness,” pairs mindfulness in 
relation to time, designating time as something needed in order for mindfulness practices 
to occur. Paul emphasizes that in this schooling context, “there never feels like there is 
enough time,”and reiterates this idea in terms of trying to make efficient use of time but 
“it is never enough.” Throughout the mindfulness intervention literature in education, 
time, as overly structured or limited, is one of the most common stressors for teachers. 
This is one of the main reasons why so many mindfulness programs are targeted toward 
teachers and students in an attempt to carve out small moments of time where one can 
potentially experience time with a mindful quality that provides a sensation of slowing 
down or feeling more present (Jennings et al., 2011). Rather than conceptualizing 
mindfulness practices as a way to stretch time and alleviate stress (Kabat-Zinn, 2013), 





time for mindfulness practices. In continuing the optimistic and cautionary loop, he adds 
that “teachers and students are working before and after school every day of the week on 
mindfulness.” In this instance, mindfulness is ever present, and an embedded part of what 
is happening all of the time, even if that is part of a stressful tension. The toggling of 
Paul’s ideas reflects on the concept of mindfulness as being embodied. Paul’s description 
of the community’s embodied mindfulness does not need to have a separate space or time 
or additional resources in order to be practiced. 
Stress and Self-Awareness 
Similar to Paul’s discernments around mindfulness, Christine’s narrative essay 
also binds mindfulness in a relationship with a complex concept. In this instance, 
mindfulness is linked to happiness. Her comments then make clear distinctions between 
happiness and unhappiness, and thus having a productive life. In this section of her essay, 
Christine is speaking directly to a prompt about what mindfulness means to her. In her 
essay, she wrote: 
     I think people who are mindful are generally happier and potentially more 
productive. It is also important to be aware of how things, like stress, impact you, 
so you can deal with them before things become overwhelming. 
 
When reading this passage, I was first drawn to the notion of stress and impact. 
Throughout the conversations and school-based texts around mindfulness so far, 
participants continually noted how mindfulness provided self-awareness. Oftentimes, 
self-awareness skills were linked to expectations for students and their preparation for 
college readiness and life-skills after high school. Christine’s version of mindful self-
awareness is very specific to stress or, in other words, being aware of “how things, like 





them before things become overwhelming.” To me, this statement assumes that 
individuals may not be aware of their stressors and its impact on their life already, and it 
also asserts that mindfulness will provide this awareness. It is unclear what kinds of 
things Christine is referring to and if these are personal issues of her own or the kinds of 
issues she hopes teachers or students will address. A more direct explanation of 
mindfulness for students is discussed in a separate paragraph. 
Christine’s notion of happiness that is generated from mindfulness practice 
reminded me of Barbara’s comments around life-fulfillment and mindfulness, which 
were mentioned earlier during the discussion of identity. Thinking as a critical whiteness 
researcher, ambiguous phrases like “can result in having an unfulfilled life” (Barbara) or 
“people who are mindful are generally happier and potentially more productive” 
(Christine) lead me to think more perspicuously about who is talking and who they are 
talking about. My mode of analysis in these examples builds from the idea of whiteness 
discourse and White teacher identities as entangled with issues of schooling where 
“whiteness permeates every structure of education such that even radical pedagogies, 
such as Critical Pedagogy, cannot be divorced from the hegemonic ideals of whiteness” 
(Allen, 2004, and Leonardo, 2009, in Matias, 2016, p. 100). My analysis also recognized 
the literature from Black liberation and abolitionist movements in education and 
wellness, which argued that student stress is most often institutionally based and 
systemically rooted (Kendi, 2019). The causes and dissolutions for such stressors and 
institutional traumas move beyond something that marginalized and vulnerable students 
can amend on their own, regardless of the well-meaning promises of student 





and popular media, reparations work on the part of Black and Indigenous persons of color 
are made in the name of rest, as a mode to resist and to mend (Cargyle, in Farber, 2019; 
Owens et al., 2016). Mindfulness practices in this iteration work to disconnect from the 
capitalistic culture that suppresses individual autonomy rather than to persevere through 
imbalance and injustice (Cargyle, in Farber, 2019). 
With these complex student experiences and identities in mind, Christine’s and 
Barbara’s ideas about mindful practice, and resulting self-awareness skills, place a large 
portion of reparations work on students’ shoulders. These interventionist framings of 
reparation work are reminiscent of feminist notions of liberation where, “at its best, [it] is 
a movement that works to liberate all people who have been economically, socially and 
culturally marginalized by an ideological system that has been designed for them to fail” 
(Eddo-Lodge, in Moon and Holling, 2020, p. 253). However, critiques of feminist 
liberation ideology, such as those of Moon and Holling (2020), have recognized the 
limitations of White women defining what needs to be changed for marginalized groups 
and “endeavoring to advocate for all [others], yet operating from a singular identity or 
positionality” (p. 253). As described in the literature and so far throughout this study, the 
role of White (female) educators in systems of schooling is heavily focused on 
positioning students as being stressed. In this position, stress is projected on students 
through White acknowledgments of student oppression(s) and White fears about 
marginalized students’ academic success and potential life-fulfillment (Matias & 
Zembylas, 2014). As in the predominant empirical literature on mindfulness in education, 
when student stress is discussed, there is yet to be any indication of White folks being 





educational institutions harming our historically marginalized students, I would argue 
that White educators should be stressed and figuring out how to deal with those 
realizations, thus shifting their praxis. Rather, in these discussions of stress, White folks 
are stressed because they are trying to support students in transforming their lives and 
helping them to gain social, racial, and class mobility through the promises of education 
(Popkewitz & Brennan, 1997). The burden of stress and the need for mindfulness remain 
fixed on students, while White stress is attached to helping Black and Indigenous persons 
of color students navigate existing systems of inequity and oppression with competence 
and resilience. 
Whiteness and (Un)Wellness 
In an additional example of stress discourses found across the participant 
narratives, one of Jamie’s submissions about what mindfulness means to her (see Figure 
13) presents notions of stress that also correlate with notions of emotionality and 
whiteness. In this image, an image of a smiling White man in different positions are 
collaged together to represent what is labeled as “The Department of Education.” Above 
that are the search results resulting from an internet search of the phrase, “School Makes 
Me.” It is unclear if a teacher or a student is doing the search, but it can be inferred that a 
student is doing the search since they are most likely to be the person in the active role of 
having school shape them or make them feel a certain way. The results list several 
emotions that could be interpreted as having negative or alarming connotations, 
particularly the term “School makes me suicidal,” wherein students want to kill 
themselves because of the way school feels. The last phrase in the search makes a direct 





students are “so stressed,” but this stress spurs up the sickness discourses listed above and 
further emphasizes that students are unwell in this system. 




Markedly, Jamie presented the Department of Education meme in response to 
what mindfulness means to her. It speaks directly through discourses of (un)wellness. 
This idea of being unwell was further underscored by a pamphlet from Lisa’s narrative 
collage (see Figure 9) entitled “Protect Your Health, Things You Should Know About 
Stress (And What You Can Do To Lower It!).” As with the previous examples, stress 
foregrounds these responses. Phrases like “Protect Your Health” from Lisa’s example and 
“School Makes Me” from Jamie’s example are in positional contrast to one another. They 
distinguish destructive forces at play in the schooling environment, where one can protect 
themselves from something and one can be made to do something. I thought of this 





the school-based texts in Chapter IV. More striking to me are the White male clones in 
Jamie’s example who are smiling mischievously while signifying the ineptitude of the 
Department of Education. They “don’t seem to see a problem,” which presumes 
blindness. Specifically, these system leaders are depicted as not perceiving or being 
aware of any of the issues implicated in the popular search results about emotions of 
schooling that are listed in the image above. Thus, the male power figures in the 
photograph are assumed to be the top-tier administrators who are creating the structures 
and stressors that students and teachers face while potentially acting in jest. 
As in other examples, Jamie and Lisa also shared views of mindfulness in this 
discourse community through discourses of stress. Like those of their colleagues, Jamie’s 
and Lisa’s examples of stress discourse also stem from a recognition of systemic 
injustices and oppression. In Lisa’s examples (see Figure 9), the stress pamphlet is 
partnered with liberatory texts such as the solidarity pledge and Black Lives Matter 
slogan. As a reader, I feel petitioned to recognize several things by reading Lisa’s texts in 
combination. One is that these texts show that the system is structured to exclude students 
in the ways that the activist texts and slogans speak back to this exclusion. I see this in 
the way that most of the materials composing this collage express solidarity with 
marginalized groups. Second is that the fight for justice inside and outside of school 
induces stress for oppressed groups and their allies. This is evidenced by having self-care 
materials mixed with declarative activism materials in the name of Black, Brown, Trans, 
and Queer lives. When I think about the tension between activism and self-care that are 
exhibited in Lisa’s collage, I am drawn back to Jamie’s example, which contains suicidal 





education are harming teachers and students and potentially killing them. As a reader, I 
am hard-pressed to believe that mindfulness even has a place in this configuration 
because such intervention efforts feel futile when lives are at stake. I question what Jamie 
is trying to say more specifically. Would she like the reader to be mindful of this 
conundrum, is she telling the reader she is hurting personally because of this realization 
in her own mindful awareness, or does she wish for the White men in the photo to be 
mindful of the stress caused by their power and decision-making rather than in denial? 
What does one do with mindfulness that sees how the system has failed and how this 
failure has cost so many lives? 
Emotionality 
A theme of emotionality and emotions became evident throughout the narrative 
samples collected when participants were asked to describe what mindfulness means to 
them and to their students (see Figure 8). Emotionality was difficult to discern from stress 
because they frequently correlated with one another throughout the mindfulness, 
(un)wellness, and stress discourses shared in the narratives. On the other hand, 
emotionality and emotional literacy are a large part of the broader conversion of SEL to 
which mindfulness discourses have been tied. In this analysis, emotionality is framed as 
ways of protecting and/or normalizing White feelings and centering privileged 
positionalities in the midst of critical race work and justice-driven pedagogical change 
(Matias, Montoya, & Nishi, 2016). These emotions become complicated pieces of 
information for teachers, particularly White teachers, to explore and manage as they 





and pedagogical vigor that CRT provides” (p. 3). The data in this section explored some 
of those tensions. 





Trauma-Informed Care and Safety 
Returning to Lisa’s narrative collage (see Figure 14) for a different reading, I 
wanted to focus on the sticker from the Gay, Lesbian and Straight Education Network 
(GLSEN) “Spot the Sticker” campaign featured in the upper left-hand corner of her 
collage in relation to the questionnaire that is seen in the lower left-hand corner of the 
collage. The sticker text reads “Safe Space, Every Student Deserves A Safe Space, 
Safespace.glsen.org, GLSEN” (GLSEN, glsen.org/spotthesticker, 2019). A safe space 
sticker “send[s] a message to LGBT youth that there is a place on campus where they will 
be respected and supported.” In Lisa’s example, she has the sticker posted visibly where 
students can see it, with the intention to hold safe space for students in her school. Below 
that sticker is a list of questions that say: 
Am I currently able to regulate my own emotions and behavior? 
Which one of more of this student’s universal needs is lacking right now? 





How can I help this student regulate his emotions and/or behaviors in this 
moment? 
How can I make this a learning opportunity for this student? 
 
The question prompts are geared toward assisting adults as they guide students in 
SEL-focused skills of self-regulating their emotions and determining their own needs. 
Through the data analysis discussion so far, it has been apparent that this discourse 
community places strong emphasis on the development and strength of teacher-student 
relationships. Paul discussed this as part of being mindful of the biases and inequities his 
students faced and using this awareness to drive his actions as a mindful teacher. This 
kind of relational awareness and emotional skill-building has been described as part of 
the trauma-informed pedagogy taken up by the group as detailed in the school-based 
texts. Lisa’s narrative collage (see Figure 9) also showed a commitment to supporting the 
needs of her students, but more specifically their emotional needs by offering a safe space 
and through guiding questions that ask about students’ “self-regulation,” “universal 
needs,” and “learning opportunities.” As a practice that mindfully recognizes the 
importance of the teacher-student relationship, Lisa’s texts reflected that the texts serve 
as tools for checking in on her own emotional self-regulation concurrently. In the 
questionnaire, the question “Am I currently able to regulate my own emotions and 
behavior?” shows that Lisa is first prompted to check in on her own feelings and be 
mindful of those before assisting students. Next, Lisa is prompted to consider which one 
of her students’ “universal needs” is lacking. It is unclear who wrote the framework for 
determining the four universal needs that are listed, “Belonging, Independence, Mastery, 
and Generosity,” but the term “mastery” is reminiscent of the mastery-based learning 





how the questionnaire implies that students’ needs are “lacking.” This text mirrors 
previous framings of students in this school as stressed, in need, or lacking something. 
This is not to say students are or are not stressed or in need, but more to make the 
constructions of these subjectivities more visible in a conversation of White teachers who 
coach vulnerable and marginalized students toward self-regulation and self-awareness. I 
question the kinds of emotional correction and expectations that students are coached 
about through these schooling relationships. I am left wondering how whiteness and 
teachers’ culpability are reinforced (Matias & Zembylas, 2017) by positioning students’ 
needs as “lacking,” or their emotional self-regulation as garnering “help,” or positioning 
the teachers and adults in the school as making this emotional moment a “learning 
opportunity.” These questions helped me to think about how mindfulness is legitimated 
as a strategy for students (and teachers) in this environment who have been impacted by 
trauma. 
In her narrative, Lisa’s office serves as the space for the emotional practices 
described in her texts, as indicated by the safe space sticker posted there. It is designated 
as “safe,” which may imply that spaces outside of this office are not safe. This framing 
alludes to possibilities of how students’ and teachers’ emotions move and fit in 
institutions of schooling. For LGBTQ students, their identities are marked as needing a 
“safe space” because schooling has been historically unsafe for marginalized youth. In 
Lisa’s safe space, students can be themselves and are free to express themselves with her 
and other students as they are figured through diverse images and identity labels 
throughout this narrative collage. Lisa is also taking care of herself in this space, as she 





that serve as reminders for constructively dealing with emotions that arise from her role 
in this school. It is unclear if other safe spaces have been made visible in the school or if 
Lisa herself has other spaces outside of her office where her own emotional awareness is 
prompted and supported. 
Paul’s and Christine’s narratives also refer to safety and safe space as well as 
assisting students with specific emotional goals. Paul’s narrative lists the team of 
professionals who assist with student and teacher safety in the schooling site. He wrote: 
     In order to maintain an environment where students and teachers feel safe to 
engage in the work described above, [our school] has a team of social work 
interns, trauma clinicians, and more traditional support staff (administrators, 
guidance, special education teachers, etc.) that work to intervene with students, 
check-in on students regularly, and plan ongoing trainings on best-practices for 
the school community. 
 
This list of wraparound services and supports provided for students is extensive. The 
diverse roles of the caretakers on this team, such as social workers, trauma clinicians, and 
special educators, carry across several domains of student care. These care roles are 
further evidence of the pedagogical discourses shared in the school-based texts and 
interviews where adolescent students are conceived across developmental domains, 
which align with the whole-child approach to education by physician James Comer 
(Comer et al., 1996). Christine’s narrative asserted that part of her role in supporting new 
students is “helping them feel connected” and “introducing ideas in a more general way.” 
Christine’s notion of connection for students means decreasing the effect of feeling 
“overwhelmed by being in high school” and making social emotional learning concepts 
more accessible to students during instructional time without “buzzwords” like 
mindfulness being tagged on. Correspondingly, Paul put forward the idea that the diverse 





the work described above” in his narrative letter. As discussed previously, the work that 
Paul is referring to is the mindful way that the community frames its awareness of bias, 
inequity, and injustice, and demonstrates this mindful understanding through deliberate 
and liberatory praxis (Berila, 2016). In Paul’s example, doing “the work” requires safety. 
Safety is provided by social and emotional learning experts who can facilitate therapeutic 
and academic interventions for adversely affected students. The specificities of Paul’s list 
also reiterate that a characteristic feature of the schooling environment where the 
discourse community works is a highly charged emotional environment. It is a school 
serving mostly adversely affected students, who also comprise intersectional identities as 
Black and Indigenous persons of color. The subjectivity of the traumatized student 
situates the trauma as being brought in from the outside, something with which the 
student comes to school. Thus, the student community is perpetually in need of emotional 
support, trauma intervention, and connection while traversing historically traumatizing 
space(s) like school and public spaces where students are policed. In my reading of these 
narratives from a critical perspective, I am drawn to the conclusion that White teachers 
and educators in this discourse community have tasked themselves with creating a safe 
space for students to the best of their ability. They do not explicitly state that schooling or 
the teacher-student relationship, in and of themselves, are traumatizing for students, but 
they work to make the space less traumatizing overall as students travel from outside of 
school to inside of school with these feelings. With students’ familial communities in 
mind, I am interested in knowing more about this emphasis on social and emotional 
interventions from clinical sources rather than or alongside a diversity and equity 





knowing are a part of these staffing roles and safety frameworks. These are questions that 
I could have inquired about during the focus group but did not end up coming to until 
after those sessions. 
Whiteness, (Un)Wellness, and Racialization 
In following a similar analysis to revisit Jamie’s “How I Imagined Myself” 
Jurassic Park meme in the figure above (see Figure 12), the same narrative can be read 
with a focused emphasis on the theme of emotionality. The initial discussion of this 
meme from Jamie’s narrative focused on the stress of teacher job tasks and the 
dissonance between what the author expected from her career and its eventual reality. 
Though Jamie did not make the meme, she used it to represent her thoughts about 
mindfulness for teachers. By including this meme, I am curious if Jamie is being mindful 
of her emotions as a White teacher working with Black and Brown students. As an 
ambivalent message, I considered if she might be outing herself or mocking herself about 
being emotional over the difficulties of her specific job role or position as a White 
teacher? More specifically, I hypothesized where this difficulty may be coming from for 
her as I revisited my thinking around whiteness and (un)wellness. One is the notion of 
student subjectivities as wild and out of control, as shown through the dinosaur pack who 
are gnashing their teeth as they surround the male figure. This figuring also makes the 
student(s) non-human. The teacher remains human in the image and is positioned to fight 
for survival so as not to be eaten or erased. Yet, the student(s) remain feral and 
threatening. When framed as a reading of emotions and emotional needs, these students’ 
feelings are abstractly depicted as something much larger and much more uncontrollable, 





reading (Jupp, 2017; Sleeter 1993), the Black student pictured above shifts into a cluster 
of velociraptors in the image below. The White female teacher becomes a White male 
scientist in explorer’s clothes. The White man must use his scientific expertise to 
outsmart the encroaching and untamed Black feelings. My experience with mindfulness 
interventions and its associated literature is enhanced by reading the data in this way. I 
am able to connect to the bigger picture of mindfulness as being purposed in all of the 
grooves and crevices where there are emotional tensions around racial dynamics, 
historical traumas, and inequities; where there are internalized teacher worries or fears’ 
and where experiences, behaviors, and relationships feel out of control. 
Focus Group Dialogs 
To avoid redundancy with the data that have already been discussed, this section 
spotlights moments when the focus group discussions added something new in terms of 
the way that mindfulness is conceptualized by the discourse community. Overall, the 
focus group discussions did not add much new information to the existing analysis and 
substantiation of the data themes. However, they did provide additional nuances and 
facets to my interpretations of the texts. As described above, the coding of the participant 
narratives allowed me to work alongside the notes taken during each induction interview 
and identify significant themes. I grouped the narratives and text excerpts into collections 
so that we could discuss what the images and texts meant to the community. As we 
moved into the focus group phase of the study, it was important to secure anonymity and 
confidentiality for participants in not disclosing who submitted what piece of 





with one participant during a second session. For both sessions, we met at a location in 
close proximity to the community’s school site. I created a protocol script (Appendix B) 
that was used to frame the start of the dialog sessions. The sessions were recorded and 
transcribed by a professional transcription service, with a confidentiality waiver included 
as part of the IRB protocol. 
In the case of grouping the images and texts in the focus group document set (see 
Appendix G), I told participants that I would conduct some of my own data analysis and 
would provide this analysis in Phase 3 of the study for their input and feedback. To 
assure some form of member-checking and collaborative analysis, I shared that they 
could change and add to or push back on this analysis during the focus groups. Though I 
was open to rearrangements, the participants seemed eager to hear my interpretations of 
their story and exhibited less apprehension than I had anticipated. As one participant 
noted, “maybe this study will help us see ourselves.” In my field notes, I described that I 
felt assured that this discourse community was welcoming of my interpretations as part of 
their already collaborative and inclusive educator culture, but also committed to 
correcting me if they felt I was misinterpreting something. During the group sessions, 
each participant, including me, was provided with a color print of the document set. I 
noted my arrangements and their discussion responses for alignment and reconsideration 
of the major themes in my own document set as we moved along. In one instance, during 
the first session, I had included a participant quote, but the background behind the 
wording was shaded in grey (see Figure 11). Participants felt that it made the comment 
look like it had been placed on a gravestone, giving it somewhat negative connotations, 





own written notes and codes in their document set, which were collected at the end of 
each meeting. The session transcripts and participant notes from these discussion groups 
have informed the arc of my data analysis that has been shared throughout Chapters IV 
and V. 




The Little Dutch Boy and Duality 
To pivot back to an excerpt of data from Chapter IV, I reintroduce the idea of The 
Little Dutch Boy, which was shared as a metaphor for stress in my initial participant 
interviews. Previously, I described how an image of The Little Dutch Boy became part of 
an underlying theme of crisis discourse that guided the curation of the focus group 
document set (see Appendix G). In turn, I found it important to note that this image in 
particular generated quite a bit of dialog around multiple themes when meeting with the 
focus groups. Earlier in my field notes, I asked, “Could the little boy in the dam be the 
local micro discourse that works beneath the macro discourse this school tries to present 
publicly?” At this point in the study, I was thinking in more specific terms of scalar 
discourses than in the situated relationships and lived experiences of my participants. I 





metaphor means in the study and came to the group prepared to ask more open-ended 
questions such as “What does the water mean?” or “What is the boy doing?” to draw 
from their own connections. 
In listening openly to the discussions that took place during our focus groups, I 
came to understand that the community’s analysis of The Little Dutch Boy metaphor is 
about impending feelings rooted in the professional and personal labors represented by 
some of the same themes that were already described here: discipline and intervention, 
identity, and equity and inclusion. Barbara made notes alongside this image in her focus 
group document set that read “The water is overwhelming stress.” The participants 
continuously reiterated how educators must focus on their own self-regulation while also 
shifting to support students with their self-regulation in rounds of tenuous dance, 
drumming up notions of duality, isolation, vicarious traumatization, and mental health. 
     So that idea of all of the stuff that’s happening every single day in December, 
but all year, and your job as the emotional center of the classroom, it’s so obvious 
when you see.... I’ve had a really good time watching my kids’ teachers. Really, 
really good pre-K teachers are just good teachers. So, when they see chaos in a 
room of three- and four-year olds, you’re like, that calm and that sort of way of 
introducing routine and giving kids safe places and making an environment where 
it’s safe to make mistakes, high schools need the same exact thing. And so, I think 
yes, [mindfulness is] about, like this one it talks about that duality that teachers 
need to sort of possess of being able to be in the moment. Yes, pull yourself 
together and be your best self, be present for your students, but also have a 
classroom, or in our case also having a school, in which there are systems that 
[sic] a teacher is not in it alone. 
 
Upon viewing The Little Dutch Boy image alongside the candle man and Rafiki images 
(see Figure 15) in the focus group document set, Paul transferred his understanding of 
Pre-K teacher skills and student needs to high school teacher skills and adolescent needs. 
Paul’s comments described “Really, really good” teachers who are functioning mindfully 





of the classroom community, as “calm” and “routine,” and making safe spaces where 
“it’s safe to make mistakes.” The unique context of this school means trauma-informed 
strategies for teaching and learning is part and parcel of taking an anti-racist stance on 
curricular choices, which directly impact how adolescent students gain additional 
understandings about themselves and the world. Paul described this in layers. Teacher 
stress is described as “all of the stuff that’s happening every single day in December, but 
all year.” Teachers are living in “that ‘duality’ that they need to sort of possess to be able 
to be in the moment” mindfully and maintain a calm environment while being of two 
minds. This mindful action sounds like the practice of potentially bypassing one’s own 
needs and emotions to remain present for students as teachers balance this “duality” of 
self and other. In this stressful tension, Paul is also hopeful that the work that has gone 
into the teacher education model of this school means “having a school, in which there 
are systems that [sic] a teacher is not in it alone.” Moreso, Paul hopes that those systems 
will comfort feelings of isolation and loneliness for his colleagues. He argued that 
teachers may feel alone in the day-to-day pursuits of the classroom but are not alone in 
terms of collegial support. In this sense, Paul was attempting to ameliorate the feelings of 
isolation being expressed and represented in the images of the lone boy, the candle man, 
and the meditating Rafiki meme above (see Figure 7). Paul’s comments alluded to 
teacher emotional self-regulation as a concealed balancing act, where mindfulness was 
described as an internalized tool for keeping the adult on keel. In other examples, this 
kind of teacher stress awareness and response was modeled through more transparent 
dialog with the discourse community as part of their ongoing professional development, 





images that Paul was describing (see Figure 15), Melanie mentioned a recent professional 
development session that had taken place at the school: 
     I think there’s a neediness of teachers here. Maybe not neediness, but I don’t 
know. There’s some threat of depletion of teachers here, which is interesting 
coming from the...we just did a very interactive PD today about reflecting on all 
the things that impact teachers, and vicarious trauma, right? So, I guess vicarious 
trauma certainly is a theme in these that teachers experience that and have to be 
responsive to ourselves so that we can continue to be teachers. 
 
In her commentary, Melanie wondered about the images of teacher stress as portraying a 
neediness of teachers. In these images, she felt there was “a threat of depletion.” She 
connected this interpretation to ongoing conversations and themes of vicarious 
traumatization that were presently happening in the work of the discourse community. 
Vicarious traumatization has been defined by mindfulness scholars in education and 
social work fields as “the emotional and psychological risks associated with being a 
provider of direct...services to vulnerable populations and professional self-care in 
response to these risks” (Newell & MacNeill, 2010, p. 58). They further argued that these 
risks have been overlooked creating an “underestimated occupational hazard” (p. 58). In 
the work of the discourse community, vicarious traumatization appears as a cautionary 
label for getting consumed by the emotional triggers and traumas that students face while 
trying to be a supportive adult in the teacher-student relationship. Melanie argued that the 
discourse community must “be responsive to ourselves so that we can continue to be 
teachers.” I took an emphatic note of the phrase “so that we can continue to be teachers.” 
I wondered what barriers might cause their discontinuation in the field. If vicarious 
trauma was that barrier, then the responsibility for coping with and managing systemic 
stress was once again placed on individuals rather than structures that were causing the 





teachers? Or with a responsiveness to their own traumatization, will the community move 
forward as individuals who are able to perform the difficult and complex labors they have 
described throughout this examination? The implications made here remained muddied 
and complex. 
In response to Melanie’s comments about coping, Barbara also pushed back on 
notions of emotional need by speaking to the Rafiki meme, which included the phrase 
“having a breakdown” as part of the meme’s punch line (see Figure 15): 
Barbara: See, I find the last one with the monkey an image of strength, strength 
amidst the chaos. 
Melanie: Mm-hmm (affirmative). 
Barbara: I don’t know, but calming themselves somehow. 
Melanie: But I feel like the text, that it’s mentioning mental breakdown is- 
Jennifer: Like what’s going on over here? 
Melanie: Right. 
Barbara: I guess what I’m saying is the strength that you’re not having it. 
Melanie: That there’s not a mental breakdown. Yes. 
Barbara: I’m picturing the person having a mental breakdown didn’t have the 
strength. 
Melanie: Right and looks a lot different than that. 
 
In the transcript recordings, one can hear that Melanie and Barbara are adamant that the 
person represented in this meme narrative is not having a breakdown. Contrarily, my 
reading of the meme had been very different, as described earlier in the chapter, but here 
I was poised to listen from another point of view. According to Melanie and Barbara, a 
breakdown does not look mindfully meditative and resilient as Rafiki’s body does. 
Instead, Rafiki’s image is read as strength. In the group’s reading, the text takes the form 
of self-talk from the author who is urging I to “pull yourself together” and “find that inner 
peace” so “you don’t have a breakdown in class.” In other words, and akin to Paul’s 
points, one must be mindful of staying calm in front of the children no matter what is 





to this idea in terms of quantity and how much attention a teacher has to keep for 
themselves or give to others. She described that the image of the candle man was 
interesting to her because she “often hear[s] the metaphor of like, you’re a bucket, and 
you only have so much to pour.” In this example she linked this to the idea that “you’re 
this candle, and you’re lighting the way for others.” She then asked, “Can’t you just pass 
it on without just dying?” The focus group replied with mmmms and hmmms. Jamie 
exclaimed, “You don’t actually have to burn yourself out in order to light the flame for 
others.” Like the other members of the group, Jamie was negotiating how much or how 
little to give in order to stay intact or, in this case, alive, in the role of being a teacher. 
However, no one, including me, sought out clarification from the participants who 
actually submitted these narratives to ask their interpretation or reasoning for why this 
was a part of their individual understanding or experience of mindfulness. I felt a need to 
protect the individual participants by not giving away who had contributed what when it 
came to the document set. This kept the conversation open for participants to work 
together to interpret the data. 
When looking at the same images from the focus group document set (see Figure 
15), Lisa thought of the water, and the hole, in terms of temporality and school reform 
discourses. Lisa’s response, and those that followed, were really interesting to me 
because they centered on the concept of temporality or temporariness, while 
problematizing how the pace of schooling moves with regard to teacher self-care and 
instructional quality. As part of this dialog, the notion of duality came up differently than 
it did in Paul’s comments. In the exchange, a notion of duality appears as doing double-





the status quo, while the other version is transitory and seemingly unreliable since 
reinforcements, such as the dam, may eventually break. 
Lisa: I just keep looking back at it and thinking about plugging the hole in terms 
of the quick fixes or just pulling in these temporary fixes without having the time 
to really build someth’ng that's going to support something even better. And I 
think finding time to do it while also taking care of yourself, and finding time to 
do that is really hard, but I keep looking at that one (see Figure 15), because I feel 
like that’s been something that’s on my mind a lot lately, are temporary fixes for 
things that you need to find long term solutions for. 
Melanie: Yeah, a lot of time, I think creativity is sacrificed, and willingness to try 
new things is sacrificed because we have to just keep up with the status quo. 
Lisa: Yeah, like I hear teachers all the time say, ‘Oh, that’s on my list of 
priorities, but it’s at the end, and I don’t have time to get to it.’ 
Melanie: Yeah, and then once the water is rushing, it’s like the school year’s the 
water maybe. So, the school year’s like coming through, and it’s like all right, 
grades are due, referrals have to be made, and like, oh right, I was going to plan 
that really cool lesson but I don’t have time, you know? 
Jennifer: It’s interesting that you said priorities. Like your commitments in 
comparison to the structures around you that are asking for other things, and 
really maybe no room for you to create your own and say, ‘We’ve come up with a 
different solution for this.’ It’s like you have to do both. It’s like you have to do 
something different and also abide by those things. So, it’s like double. It sounds 
like what you’re describing is almost double work. 
 
Here, the discourse community grappled with issues of temporality, which rehashed their 
narratives of stress and emotionality while we further interpreted them together. Like 
Paul, Lisa saw there is a duality to balancing all that is needed in taking a role in this 
school. What needs to be done in the role is pushed up against the amount of time 
everyone has to do it, while also fitting in the time needed to take care of themselves in 
healthy and productive ways. With there not being enough time, Melanie added that 
instructional “creativity is sacrificed” under these conditions. Lisa saw the hole in the 
dam as the need for more planning time and self-care, while the act of “plugging the 
hole” represents “quick fixes” that are less substantive and more likely to succumb to the 





conversation, I reflected these observations back to the group by noting, “It sounds like 
what you’re describing is almost double work” with the duality being “[their] 
commitments in comparison to the structures around [them] that are asking for other 
things.” I was met with an immediate response: 
Melanie: But I feel like this is also getting depressing, this conversation. And I 
don’t want it to. Because for example, [we do] grades three times a year, not four, 
for exactly that reason, because doing grades sucks for everybody. So why not do 
it one time less? I mean, it’s just so clear. So there are also very real ways that 
leaders and school communities are mediating thisI that.... Because I do do 
creative lessons. We all do creative lessons, right? 
Jennifer: Right. 
Melanie: So it’s not like we’ve given it all up, but it’s that juggling and then that 
really making sure that the creativity in school leadership decision-making, so that 
we’re free to do what’s most important. 
 
Melanie’s comments reminded me how Barbara’s leadership style had been named by the 
discourse community as a significant factor for creating the time and space they needed 
for developing creative, teacher-led change. With Barbara being present for this focus 
group discussion, I wondered how much of this dialog was proposed as a shield for either 
me or Barbara to not view these comments as complaints. Barbara maintained that the 
problem lies in the way that “our educational system is currently structured, that the case 
loads are too big, the demands are too great.” Yet, I was really struck by how this 
conversion was framed as “getting depressing” and that Melanie “did not want it to.” It is 
not that I agreed or disagreed with this feeling. Rather, I felt that I had reflected what the 
community shared with me in their more personal narrative reflections and it was clear 
that this process had generated a notable discomfort that circulated among the members 
when seeing their narratives shared on the page. Melanie assured me and the focus group 
that they had not “given it all up”—in other words, the dam had not broken yet. Instead, 





leadership, to carve out the time and provide the resources for the group so they could be 
the kinds of teachers they hoped to be: creative in their instruction, supportive of one 
other, and mindfully aware of themselves and their students. 
The focus group responses also bolstered my understanding of the culture of 
emotions at this school and within the discourse community. Throughout the study, it was 
evident that the discourse community felt that teacher self-regulation and emotional 
control was held in high regard. In fact, these examples were among many in our 
discussions where I noticed the discourse community members shift the conversation 
away from narratives of stress and “negative” emotions, in the same way they did when 
discussions of deficit language and traditional schooling concepts came up in our 
interviews. A cogent example of this was when Jamie described mindfulness for students 
as “getting to [mindfulness] from an objective point of view, being able to remove the 
emotion and not to self-reflect in a way that you can then move forward” during our 
focus group session. In this instance, mindfulness is about removing emotions and 
moving forward. As in prior examples, emotions are often deemed as prohibitive by the 
community. Emotions in this space take on a similar connotation of being a 
developmental obstacle like those examined in the policy and curricular texts discussed in 
Chapter I. This community’s conceptualization of mindfulness further illustrated the 
discursive ways that this group grappled with confronting their own stress and emotions, 
and those of their students, throughout the data. However, this conceptualization also 
contrasts with the work of Black liberation scholars and mindfulness practitioners who 
have argued that our society is on a “unique precipice and “cultural ledge” (Owens et al., 





wisdom—of liberation from that suffering. And we bear it together” (p. xvii). Instead, 
these examples insinuate that teachers in this study have similar expectations for the 
control of students’ emotions and ways of coping with stress as they have for their own. 
Yet, they create these structures on students’ behalf while operating from very different 
racial, cultural, and political experiences. 
Conclusion 
Comments from my researcher journal during the narratives and focus group 
phase of the data collection pinpointed a few changes in my own thinking that occurred 
while developing my analysis. In the first few chapters, I took a critical eye to the 
discourses constituting educational policy, traditional curricula, and popular notions of 
mindfulness and social emotional learning in order to problematize the motivations and 
applications of mindfulness-based interventions in schools. I sought to utilize this 
research process as a way to disrupt my own position as a White teacher in an urban 
school setting who had also personally practiced mindfulness and purposed mindfulness 
practices with students. As a critical whiteness scholar, I felt very committed to 
questioning mindfulness work in schools due to its connection to the larger SEL 
movement, and its historical reliance on students of color and those labeled “at-risk” as 
an oversampled population that was intervened upon frequently (Brown, 2016; Love, 
2019). As I engaged with the process that was laid out in Chapter III, I placed particular 
emphasis on letting the data tell the story, or what I described as “getting out of the way.” 






     Each individual is a data mine. Imagine doing a case study of multiple schools 
when just one individual from a single case is such a rich resource? One person 
could be a case study of their own, given the depth and breadth each individual 
brings to the CDC, as it is comprised of many people each with their own 
(experiential, intertextual) libraries. 
 
Throughout the subsequent data analysis phases, which lasted several months, I 
found the study opening up considerations that I could not have predicted or anticipated 
with regard to mindfulness in education and the way discourse shapes decision-making 
and identity in schools (Popkewitz & Brennan, 1997). Though I relied on the five core 
themes (see Figure 8) to frame my review of the data, while leaving room for additional 
themes to become visible, contestable, and affirmed, as a co-participant in this study, I 
cannot deny that working closely with this community influenced my analytic lens when 
examining the data more deeply. In many ways, the discourse community’s beliefs and 
understandings of mindfulness have taken a very prominent and visceral role in my story 
and ongoing interpretations of SEL and mindfulness research. Their stories mirror many 
of my own experiences as a classroom teacher and echo my frustrations and inadequacies 
as a professional educator who is burned out. As such, this study has provoked very 









VI—FINDINGS AND CONCLUSIONS 
As the previous chapters have explained, a collection of salient themes allowed 
me to construct a picture of the ways that mindfulness is conceptualized and legitimated 
by the curricular discourse community (CDC). These themes are discipline and 
intervention, identity, equity and inclusion, stress, and emotionality (see Figure 8). 
Through explanations of these themes, the analysis also traced some of the ways that 
these discourses shape student and teacher subjectivities connected to wellness, anti-
racist pedagogy, trauma-informed schooling, student risk, and racialization in the teacher-
student relationship. These notions constitute and constrain what mindfulness is and does, 
who is and is not mindful, and what mindfulness does and does not look like within the 
discursive space of this particular curricular community. In this chapter, I discuss the 
findings and implications of this case study, which took place over the course of a year 
and half within one CDC working in a school setting in a northeastern city, and who have 
adapted a collaborative model of data collection and analysis as the study progressed. The 
results and findings shared here have resulted from an inquiry of the following questions: 
1. What discourses and practices contribute to the communities’ 
conceptualization of mindfulness curriculum? 
2. How is mindfulness legitimated by the curricular discourse community in  
this context? 
3. What, if any, alternative knowledges of mindfulness exist in the community 






This section looks at how the CDC’s conceptualization of mindfulness moves 
with, around, and against the predominant discourses framed at the beginning of the 
study. Using the theoretical framework that drew from critical discourse analysis and 
critical whiteness studies, I discuss what the findings revealed in the data, what they say 
about the discourses shaping mindfulness, and which processes legitimate its presence 
within the school’s accepted and communal knowledges. As part of the larger narrative 
arc of this study, these findings are considered with the understanding that the teaching 
context shapes the realm of possibilities for what many teachers believe about curriculum 
and pedagogy. The findings here are discussed in terms of discourses, and the larger 
power dynamics and structures enforcing such discourses, rather than placing any form of 
blame or critique on individual participants. In the context of this study, there remained a 
very high-stakes connection between funding, test scores, and teacher accountability for 
student achievement that was linked through their District evaluation process. Thus, the 
specific constraints that were present in the context where the discourse community 
worked influenced the ways in which students, teaching, and curriculum were discussed.  
Discourses of Whiteness in Search of Survival  
Throughout a large portion of the data, stress foregrounds the participants’ 
responses. The stress discussed in this study mainly belonged to the teachers and 
administrators and was present in their teaching and care-taking experiences for several 
reasons. Teachers and administrators in this discourse community see themselves in the 





setting. For each participant, their alignment with or resistance to this role was expressed 
through varying combinations or interplays of stress discourse. The narrative data offered 
hints at teachers’ anxieties about destructive forces infringing on the schooling 
environment, images of White male ineptitude, and teachers in crisis. These responses 
signify some of the ways that structural imprints of White supremacy and patriarchal 
order shape mainstream schooling and the psyches of teachers and students. These 
notions of outside forces also extended into participants’ descriptions of the schooling 
structures they had developed to work around the status quo and the systems of 
standardization that they spoke against. In other instances, stress discourse also stemmed 
from a recognition of systemic injustices and oppression experienced by their students 
through the intersections of their identities. This kind of stress was evidenced by the 
pairing of self-care materials with artifacts of activism where students’ lives were at risk, 
where teachers labored as activists and providers of safe space, and where mindfulness 
interventions, like a boy holding his finger in a dam, seemed insufficient. 
Through these discursive threads, an idea of mindfulness appears. It is created by 
White teachers. It says that /White teachers can be racially aware, actively working to 
learn and understand their privilege, position, and power in the complex relationships of 
schooling, while balancing between the new and old ways of being in the teacher-student 
relationship. It says that mindfulness may or may not be named but is still enacted. It says 
that mindfulness is a frame of mind, an astute awareness needed by educators for the 
pursuit of a socially-just learning environment. And, it is one of many tools students may 
use in this community as a method of self-regulation, reflective goal setting, and self-





CDC are part of the larger discourses of (un)wellness and whiteness. This is not to say 
that the participants were aware of this connection nor have they had the chance to 
discuss this conclusion with me. Rather, the data examined in this study have shown how 
notions of (un)wellness justify the need for mindfulness for both teachers and students. 
This study has also shown that intentional teacher pedagogy, as well as inevitable teacher 
stress, construct a space where the concept of mindfulness fits the schooling lexicon. 
The theoretical framework set out to uncover the politics underlying some of the 
apparent neutrality of SEL curricula, as well as our nation’s obsession with mindfulness 
as a panacea for the pains we experience in a capitalist society. Throughout mainstream 
discourses, mindfulness has been about beating time, taking it back, shifting it, seeing it 
differently for the sake of developing non-judgmental awareness (Kabat-Zinn, 2013; 
Purser, 2009). So, what happens when White folks ask this of Black, Brown, and 
Indigenous folks? What happens when this is asked in the context of marginalized 
communities where White teachers make up the majority, and schooling has historically 
endangered our students? What is mindfulness here? Throughout this study, I wondered 
if my participants realized they may be asking students to be aware of their own 
oppression and were representing themselves to students as someone who would support 
them through the consequences and rewards of this awareness. I wondered how they 
would guide traumatized students to see the truth non-judgmentally and why they might 
seek to do so. As someone who has asked myself the same question numerous times 
throughout my career, I also wondered if this is something that schools and teachers 





The literature in critical whiteness studies cautions about the power dynamics 
created by such a configuration, where White teachers seek to liberate students through 
education reform, providing alternative pathways and pursuing critically just forms of 
educational engagement. Rather the literature points to “survival” practices within 
schooling and the use of “schools as training sites for a life of exhaustion” as problematic 
(Love, 2019, p. 27). Leonardo (2002) argued that “Students of color benefit from an 
education that analyzes the implications of whiteness because they have to understand the 
daily vicissitudes of white discourses and be able to deal with them” (p. 31). As the 
introduction to this dissertation prefaced, mindfulness has often been paired with issues 
of exhaustion, trauma, and excess throughout Western culture, and as Purser (2019) 
noted, “mindfulness would not be where it is without the problem of stress” (p. 47). In 
this study, it was evident that mindfulness was linked to discourses of achievement and 
stress as well as subjectivities of trauma, risk, and (un)wellness. The texts in this study 
did not focus on the critical education needs that Leonardo described. In the data, the 
emphasis for student wellness, SEL, and mindful practice was placed on being organized, 
self-reflective, and productive. In other words, the goal was to maintain resilience in the 
face of community violence and poverty, graduate from high school, and go to college as 
part of what it means to be a successful future citizen. This is not to say that students 
were not learning critical curricula through more explicit methods in other ways at this 
school. This is simply to say that mindfulness appeared here in a way that has been 
controversial within a developing critique of mindfulness and SEL in education. The 
notion of placing the efforts of escapism or survivalism above the labors of creating 





indicative of this pairing (Love, 2019; Purser, 2019). The kind of mindfulness being 
explored here has been extracted from its ethnic teachings and cultural contexts and 
lineages. This kind of mindfulness, as detached from the study of Buddhist ethics that are 
a part of the practice, risks becoming reified as a representation of privilege, whiteness, 
and self-centering capitalism (Purser, 2019).  
Mindfulness Is More Than Sitting Still  
As framed initially, this study adapted a body of methods intended to explore the 
relationship between one school-based discourse community (Bazerman, 2009) and the 
accepted forms of knowledge and local power they engage to legitimate mindfulness 
instruction and interventions for students. In drawing on a conceptualization of discourse 
communities that recognizes how diversity and agency are mobilized in advocating for 
community goals (Campano et al., 2016), this interpretive and collaborative case study 
(Stake, 1995) inquired about community decision-making alongside stakeholders to 
question how mindfulness was constituted by stakeholders throughout the school site. 
Through this design, I examined the community’s varying social views of mindfulness 
(Janks, 2009) and mindfulness’s relationship to student identity, the school community, 
and school climate structures. In this case, the present knowledges of the discourse 
community framed and contested notions of mindfulness throughout the data. While 
doing so, a visible version of mindfulness was revealed that was linked to and legitimated 
by their current anti-racist and trauma-informed work with students. The combination of 
mindfulness with anti-racist pedagogy and liberatory education practices is a new and 
emerging part of the mindfulness and contemplative practices being developed in the 





this study, including myself, are White teachers. However, this study opened up new 
possibilities for the way that White teachers are working toward a reimagining of their 
role and purpose in supporting historically marginalized students’ social and emotional 
wellness and tackling needed curricular change (Au et al., 2016; Love, 2019). 
As this community’s knowledge of mindfulness was drawn from various and 
often competing discourses, these ideas discursively threaded together across the 
documents, narratives, and dialogs of the community creating a few hybridized meanings 
that resembled, but also differed from, the foundational literature. In one iteration, 
mindfulness for teachers was not about sitting still. As Paul said, teacher mindfulness was 
about mindful praxis or mindfulness in action. Paul and his colleagues described teacher 
mindfulness as an essential to being reflective, inquisitive, and self-aware, which 
included being conscious of how factors like bias, racism, and patriarchy affect the way 
teachers work and decision-making was embodied and enacted. This meaning worked 
well for the needs of the community, given their public mission and pedagogical 
commitments to students. This meaning was also substantiated by the words of well-
respected progressive innovator and scholar Paolo Freire (1968), as it drew from the 
notion of practice, an active change making part of education rather than a passive one. 
Moreover, this meaning drew from the experiences and desires of the discourse 
community who is passionate about team-driven schooling leadership, racial justice and 
LGBTQ+i activism, and alternative structures for making the schooling experience more 
humane. Mindfulness fits here as something repurposed for a way of being attuned in a 





Conversely, mindfulness for students was defined by the community as a time to 
pause. This kind of mindfulness constructs a notion of a student who is busy, who is 
traumatized, and who needs mindfulness skills to traverse the difficulties of schooling, 
family, and future. In this world, the odds are set against students, and mindfulness, in its 
remediating form, is about filling the cracks between the discordant ideas that have been 
generated from traditional concepts of discipline, equity, trauma, and achievement. 
Traditional discourses of mindfulness aim for practitioners’ non-judgmental self-
awareness. Unlike the activism discourses that Paul and Lisa shared when discussing 
mindfulness, traditional discourses of mindfulness are more passive and speak in terms of 
body control and silence. In the literature and throughout mainstream curricula, these 
passive mindfulness discourses are often paired with discourses of accountability, which 
discursively construct academically successful and college-ready students in its 
assemblage. Student resilience takes focus here as students are prompted to practice 
detachment from stress, triggered responses. In turn, they are guided in using mindfulness 
practice or mindfulness work, as it was called in the school-based texts, to make time, 
envision goals, and increase self-awareness. So, a legitimated version of mindfulness can 
be found in this case through the community’s distinct commitment to students’ academic 
success and self-actualization, as guided by teachers and administrators who are racially 
aware and care-conscious guides. This legitimation remains within the confines of the 
traditional discourse while also fusing together a strategic and conscientious approach to 






Accountability and School Reform Discourses   
As framed in Chapter I, the power steering curricular change is constituted 
through accepted forms of knowledge (Young & Muller, 2013). The data in this study did 
not directly reveal participant exclusions or rejections of specific knowledges existing in 
the community that effectuated mindfulness curriculum. However, the community’s 
preferred knowledges and discourses have already been explained through the data 
analysis sections of this paper. These knowledges and discourses placed a heavy 
emphasis on school reform language and accountability discourses that have been 
indicative of public schools that have been pejoratively labeled “urban,” and schools and 
students who have been designated as needing reform. The data showed how the 
community purposed discourses of accountability to procure funding for alternative 
supports, while also being bound to these discourses in the ways of being and ways of 
knowing that were defined throughout their outward-facing texts. The community has 
had to navigate these accountability discourses while bringing in their understandings of 
SEL and wellness, activism, and pedagogy, which in some ways resembled and in other 
ways contrasted with the normative messages embedded in the texts. In many ways, the 
forms of stress that members of the community expressed seemed to be attached to this 
bind, though it was not articulated directly in the way I am framing it here. This bind was 
illustrated through participants’ desires to work beyond or outside of or against the 
normative discourses of the existing conditions and to create something new, and for 
colleagues to change in order to make these efforts more expansive. Since much of this 





left out in response to an inquiry of any alternative knowledges that make mindfulness 
curricula relevant for this discourse community. 
It was clear that this community felt that mainstream and traditional discourses of 
achievement, and the stereotypes attached to Black and Brown student identities, were 
not a part of who they believed themselves to be as educators. However, when reflecting 
on the demographic data that account for the student body, I did not see curricular 
materials written in languages except for English. As detailed in Chapter III, the current 
school demographics were reported as 43% Hispanic, 30% Black, 16% White, 6% Asian, 
5% Two or more races, and 2% Pacific Islander and Native American at the time of the 
study. In addition, I did not come across any evidence of student or family input in the 
development of the SEL structures and goals for this school. I did not encounter any 
student responses to mindfulness practice or the embedded SEL structures reported 
throughout the school texts and dialogs shared during our time together. Though there 
was mention of anti-racist texts such as Kendi (2019) being positioned as a text that could 
intervene in White teachers’ understanding of education and the teacher-student 
relationship, I did not find any evidence of similar notions of Black and liberatory 
discourses in the way SEL and mindfulness were described in this community. The 
wellness discourse(s) communicated throughout this study were generally clinical or had 
been bent and pulled to fit the team’s response to student crisis and pathways for the 
amelioration of student traumas or challenges experienced in school settings. Au et al. 
(2016) referred to this discursive process of struggle and tension as “cultural 
maintenance” (p. 46). Similarly, the discourse community in this study was working 





and who students were, while also acquiescing to the constant push of accountability and 
the cultural assimilation of behaviors, stressors, and emotions driven by hegemonic 
curricula and school policy (Au et al., 2016). The knowledges found here were mainly 
educator-centered and reflected the conscientizing discourses of White teachers seeking 
to be a part of liberatory and emancipatory school change (Berila, 2016; Matias, 2016). 
They were drawn from a recognition of and resistance to the predominant D/discourses in 
education, media, and teacher experience as a direct response to meeting District and 
state demands while attempting to soften the blow of their systemic imprint.   
Implications 
In her book Mindful About Race, author Ruth King (2018) wrote 
     Whether subtle or openly cruel, whether out of innocence or ignorance, the 
generational and often unconscious conditioning that has bread social and 
systemic norms of racial dominance, subordination, and separation, nuanced into 
every aspect of our day-to-day lives, is tightly sewn into the fabric of our society. 
(p. 2) 
 
This study attempted to bring the notion of unconscious conditioning to a qualitative 
study of mindfulness in education as it relates more broadly to SEL and curricular 
implications for youth. Even amid a growing movement of pedagogical shifts toward 
more just practices, it has been my suspicion that SEL, like other subject areas such as 
history and literature where curricular critique has been more frequently applied, is the 
next major field that requires investigations from the perspective of the racial constructs, 
systemic failures, social ills, and injustices it relies on to be legitimated as an expanding 
area of scholarship. Rather than refining the course toward more racially aware student-





mindfulness in education has further complicated how educators think and respond to 
issues of reform and school change. As a discursive formation within this case, 
mindfulness seems to function like a shim being wedged into a wobbly table with the 
hope that the wood it is composed of will be strong enough to bear the weight of 
underlying structural misalignments. In this case, the shim can be the teacher and also the 
student. This is not the mindfulness meditation practice gifted to the West by Buddhist 
teachers (Kabat-Zinn, 2003), nor is it the mindfulness that seeks to transform and awaken 
(King, 2018). Instead, mindfulness in this case seeks to stabilize what is already there. 
This does not imply that this notion of mindfulness is racist or that the participants in this 
study were doing something wrong. Instead, this work recognized the binds that teachers 
face in advocating for change, pushing and expanding where they can, while still being 
bound to and complicit within a devolving system, which is centered around discourses 
of whiteness and supremacy.  
Methodological Research and Critical Discourse Analysis  
In Chapter I, a discursive context was defined as a space where differing lived 
realities and identities intersect in social relationships. In viewing the participants in this 
way, an understanding of the historical and contemporary discourses that shaped 
mindfulness curricula was made clear (Pinar et al., 1995). The work of the CDC focused 
on knowing students beyond deficit discourses and generalizing labels while also 
mobilizing the community to function as mediators between what they termed as 
alternative approaches and the status quo. Observing the way this discourse community 
negotiated these broader implications for context-driven meaning-making reinforced my 





needs of the community determined what counts as mindfulness, and how teachers 
framed needs and desires are framed alongside their desires for students. The mindfulness 
discourses, practices, and curricula described here were created in response to a direct 
social need. These conceptualizations of mindfulness fit where existing tensions around 
policy, identity, and structural thinking complicated the discursive context and 
educational aims of the school.  
Throughout Chapters IV and V, the data revealed how the community pulled from 
translocal and predominant discourses to legitimate their decision-making. In looking 
closely at the relationship between the translocal and predominant discourses in the data, 
the use of critical discourse analysis methods further articulated how the discursive 
contexts of curriculum invoke broader discursive contexts (Jupp & Slattery, 2010). This 
was demonstrated through many of the intertextual examples that braided discourses of 
mainstream media, educational research, and accountability discourses with notions of 
activism, liberation, and self-care. Though the community’s conceptualization of 
mindfulness shared similarities that overlapped with the predominant discourses, unique 
implications also arose. In some examples, teachers were mindful of issues impacting 
diversity, equity, and inclusion, and this made them better teachers. The work of this 
CDC focused on teacher-led book studies, curricular materials, and student support teams 
that emphasized anti-racist instructional practices as well as supporting trauma-informed 
safe spaces for students.   
In the beginning of this study, I expressed that I wanted theis dissertation to serve 
as a guideline for teachers to do this work by themselves. The collaborative data analysis 





existing teacher structures. Anecdotally, participants shared their interest in the methods 
and practices that we worked through together throughout the study. This included the 
use of narrative inquiry to inquire about the personal beliefs and understandings that can 
be found in individual stories of community members that animate our understandings of 
the research beyond an investigation of the school’s outward-facing texts. Participants 
also shared with me that they felt the focus group dialogs provided a new dimension to 
curricular evaluation by looking at narrative texts and school-based documents together 
through structured critique and collaborative reflection. This approach was similar to the 
flow of practices used for the community’s book club and curriculum-writing sessions 
that were described in Chapter IV. In this way, the methodological structures for this 
study have provided an opportunity for transference to teacher practices in this 
community. In kind, this method could be replicated for designing similar case studies 
where participatory and critical work are being done on a community level to shift and 
innovate curriculum.  
Critical Whiteness and Critical Curriculum Studies  
As a mindfulness practitioner and former SEL facilitator, this study troubled the 
very space I presumed to occupy as an expert at one time. In recognizing my position as a 
White teacher that is reflective of national demographics, my work has questioned how 
educational inequities are reinforced by this landscape and asks what can be done from 
my location/position to disrupt such hegemonic forms. The data from this study revealed 
teacher forms of expertise that resist and reassemble the predominant discourses and 
framed the mindfulness and self-awareness objectives that are linked to the complexities 





which seeks to create a method of analysis that teachers can use to examine the curricula 
they encounter systematically. Developing a critical research practice in curriculum 
studies means politicizing curriculum that is familiar and assumed to be good in 
classrooms where we work. This also means turning curricular studies research toward 
contextual scholarship and education conceptualized outside of predominant institutions 
and funding sources (Au et al., 2016).  
This study does not suggest that mindfulness curricula hold deep implications for 
student agency and self-awareness. More so, it has shown how educators labor to reason 
and reconcile with the curricular trends they encounter. In this case, mindfulness took 
focus as part of a larger suite of social emotional skills aimed at adolescent students, and 
those who were had been categorized as “at-risk” and/or as having experienced adverse 
childhood events (Brown, 2016). It remained unclear if the consequences of racism and 
educational inequity were included as part of the adverse childhood experiences that the 
predominant discourses framed for developing these categories and metrics of trauma. 
However, the participants in this study were cognizant of this gap in understanding and 
filled the spaces between the dominant view of adversity to mean something beyond 
individual events. Rather, they took the responsibility of rectifying some of the collective 
and historical harms in which schools play a part.  
In building a rationale for this study, I described how current market behaviors of 
well-being are imbued with the falsehoods of capitalism and White supremacy (Foster, 
1990; Purser, 2019). In looking more closely at the discourses embedded in the discourse 
community’s conceptualization of student wellness, the results suggested that 





of emotionally literate and self-aware students. I also forward the metacognitive ways of 
knowing that mindfulness curricula aim to address present situational vulnerability for 
students who are still developing an awareness of their internal landscape as it integrates 
into the world around them. As educators, we must ask ourselves how to remain attuned 
to the power dynamics underlying the teacher-student relationship in these efforts and 
how to encounter our role in these curricula with deliberate criticality and focus. 
Therefore, it makes sense to draw from the tenets of critical literacy research and critical 
race work in education to determine the careful footing of cultivating emotional literacy 
among historically marginalized youth. For these reasons, I argue that educators should 
be pressed with thoughtful, race-visible (Jupp, 2017; Sleeter, 1993) considerations for the 
development of SEL practices alongside questioning their own positionality and circuits 
of privilege (Weis & Fine, 2012). This would include active investigations of curricular 
discourse in SEL programs, character education, and student wellness policy and 
initiatives from across a range of sources and curricular histories (Au et al., 2016).  
White Teachers 
It can be argued that the insights drawn from my work here as a racially conscious 
teacher and researcher are worth making visible to teachers engaged in the work of racial 
literacy. Teacher education has been limited in training teachers to engage in race-literate 
discourse and self-investigation concerning issues of privilege and White supremacy 
(Sealey-Ruiz, 2011). Oftentimes, and as a product of the teacher training, teachers’ 
commitments to education and decisions in the field are often made without first doing 
the important self-work necessary for knowing how to effectively support culturally 





(Paris, 2012). This crucial self-work is lacking from the sequences of teacher preparation 
and professional development for White teachers in particular (Sealey-Ruiz, 2011). Such 
work, like the collaborative work done with the discourse community in this study, offers 
an inroad to a more complex project of developing racially conscious and critical 
educators.   
The attention of White teacher identity studies to the nuance and complexity of 
racial identities may seem to decenter culturally relevant and culturally sustaining 
pedagogies that remain the central emphasis of anti-racist efforts in education (Paris, 
2012). This study examined part of the narrative process that tracked the feelings that 
emerged from seeing one’s racial identity in education as problematic. Seeing oneself as 
the problem is at the crux of recalibrating our efforts toward the anti-racist and 
abolitionist commitments to which we aspire. Engaging in a framework of White teacher 
identity studies, and the critical race literature from which it stems, “continue[s] to help 
us understand and theorize our current situation” (Jupp et al., 2016, p. 28). During an era 
requiring that we problematize whiteness more urgently, it is the responsibility of White 
allies and co-conspirators, in their various roles as teachers, scholars, policymakers, and 
leaders in the education field, to deconstruct their racial privilege and the power it carries. 
Parting from the previous literature on White teachers, this study embraced a form 
of race-visible research that moves past the scope of solely problematizing teachers (Jupp 
et al., 2016, p. 28). Instead, it moves toward an interactive discourse “that raises the 
intellectual value of the work of teacher and teacher educators who wholeheartedly and 
unselfishly support those who are most likely to be underserved in the educational arena” 





of the internal and interpersonal relationships of educators and their willingness to engage 
in socially conscious and racially just acts. The research presented in this study provides 
insight into a social context from the ground floor of secondary education, uncovering 
many of the frustrations, obstacles, and resistances that color-blind and race-evasive 
identities uphold.  
Limitations 
In a previous mini-study that tested my methods for document analysis, I felt 
limited in understanding the full scope of the text without being able to inquire with the 
discourse community about how it was produced. The design of this study reconciled the 
limitations of a more static text analysis by including participant data and interaction. The 
inclusion of all stakeholders was also informed by a previous pilot study in which I 
inquired about female teachers’ conceptualizations of their role in SEL and mindfulness 
curriculum. The results were limited to a discussion of desirable classroom behaviors for 
students and did not allow for a broader scope of the way that mindfulness and youth 
were conceptualized in the community. Therefore, the selection of participants in this 
study was broadened to include all stakeholders involved in curricular decision-making. 
In following the interactive and tool-based texts of Rogers and Mosley (2014a), 
whose work sought to “make discourse analysis relevant in the midst of [their] teaching 
and learning, not after the fact” (p. 102), I was limited by my position as a researcher 
going into a discourse community other than the one I was a part of when initially 
identifying the research problem. This study modeled, to some degree, what kinds of 





and collaborative case study to tackle questions of power, identity, and knowledge. 
However, my practice with pilot studies, and the collaboration of more seasoned 
researchers, attuned me to accounting for the theoretical and methodological limitations 
of this work more so than I would have without associated training and support.  
Textual analysis by itself is also widely critiqued as a limiting method of study. 
As Fairclough (2003) noted, “to research meaning-making, one needs to look at the 
interpretations of texts as well as the texts themselves” (p. 16). In some ways, the 
examination of curricular texts and multimodal narratives only looks at a short selection 
of bracketed texts and does not have the thick descriptions of supporting data to examine 
the interactions and language practices drawn from each specific context. The prompting 
of stakeholder reflection on curricular decision-making shifted the gaze of the discourse 
process, while also allowing space for narrative agency and reflective action that resulted 
from our collaborative inquiry (Janks, 2010). Therefore, to address these limitations, the 
study was designed in a way that combined additional methods and collaborative 
opportunities of production and analysis. The collaborative case study took data from the 
individual and collective voices of the discourse community and brought them into a 
conversation with the research subjects and the researcher as they navigated the data. 
This process allowed for explicit and implicit “analysis of how power relations work 
across networks of practices and structures” (Fairclough, 2003, p. 16). Conclusions from 
this work also connected well with the mapping of larger historical discourses shaping 
mindfulness and broadened the analysis of curriculum and discourse with a more 






Policy and Youth 
As presented in the preface, I had conceptualized this investigation in concentric 
layers. I provided a backdrop of the larger global preoccupation with homogeneity and 
happiness, and framed the dilemmas situated in the contemporary mindfulness movement 
and predominant wellness field. Then, I illustrated how critical analysis of discourses in 
policy and curricula broadened the possibilities for how marginalized youth and 
mindfulness are conceptualized. This study has looked closely at translocal discourses 
and some of the ways that larger discourses move through the meaning-making processes 
of the curricular community. An examination of how the global culture of happiness links 
to decision-making in this context was beyond the scope of the study. Yet, the data 
alluded to some of the ways that happiness and wellness ideologies map onto the social 
emotional curricula designed for youth. Participants implied their concerns about 
students’ leading fulfilling or successful lives without some form of mindful or self-
awareness practice in their tool kit. At the same time, the power dynamics upholding 
these assumptions seemed unfair, given the historical contexts of schooling and 
curriculum writ large. Therefore, more work is needed in the research areas that bring 
critical critiques of policy, like those found in comparative education, together with 
localized studies of curriculum. The kind of work I am calling for would have tangible 
applications for teachers and school stakeholders to work collaboratively in addressing 
the inter-relational tensions that emerge from the discourse like those communicated 
through the data here. This research would examine the subjectivities constructed by the 
discourses found throughout the documents that frame and define schools and seek to 





Toward Mindful Resistance and Critical SEL 
Throughout the writing of this document, I questioned if it is equitable to sit still, 
without judgment of what we see, feel, or think. What does sitting still, while observing 
non-judgmentally, do within the larger historical narrative of schooling? Concurrently, I 
also wondered what rest and resistance could mean as they countered the narratives of 
schooling and desired market behaviors of well-being. The mindful subjectivities found 
in the data, read alongside the liberatory commitments of teachers, point to the competing 
discourses of SEL, mindfulness, and anti-racist practice. This study shows that programs 
that perpetuate a mindset of stress and trauma and its corresponding antidote present 
educators with a necessity to discern their choices and actions. A lack of discernment 
could attribute to an immobility, which hinders the disruptions of unconscious 
conditioning that King (2018) talked about. These are the mindful disruptions needed for 
racial awareness and allyship, and for confronting issues of inequity and injustice as they 
relate to youth identities in education (Love, 2019; Nayak, 2007). Yet, the possibilities of 
contemplative practice within teacher agency and the cultivation of awareness remain 
significant. If contemplative practices are purported to incite individuals to be more 
reflective and more present, could the acknowledgment of their circumstances incite 
teachers to seek political change or engage in productive allyship (Matias, 2016, Love, 
2019)? If teachers were to embrace a race-visible (Jupp, 2017; Sleeter, 1993) awareness 
of their position or coherency with emotional discomfort (Cvetkovich, 2012), would they 
be more apt to speak up, organize, or perhaps leave the field altogether due to an 
overwhelming sense of powerlessness or as an act of self-preservation? If students were 





handle the response without altering it? If we know schools lack methods of inclusion, or 
the acknowledgment of privilege and oppression in the way that policy and curricula are 
comprised, how will teachers’ and students’ emotions fare in finding a safe space to 
ameliorate lived frustrations (Bhabha, 1994)? What would need to shift to support 
authentic actualizations that contemplative practice presents?  
In the ways that meditative practice arrives at a paradox, contemplative teachers 
face their own. As discussed in Chapter I, the removal of certain fundamental principles 
robs contemplative practice of its cultural and spiritual context. Mindfulness is reduced to 
a tool for creating courageous or compliant individuals. In some cases, teachers who 
identify their stress as having to do with their own shortcomings may collapse into a 
belief of needing to be mended. Therefore, those seeking to infuse what is best about 
contemplative practice into education must proceed with caution. There is great potential 
at stake. We could lose the capacity that contemplative exercise brings to our 
relationships if beliefs, agendas, and intentions are misplaced. Yet, if we can engage in 
the reflective work of self-care and self-awareness as a disruption to the status quo 
(MacDonald & Shirley, 2009), we can reclaim the non-structured way in which 









At the conclusion of this study, I find it important to reiterate the ways in which I 
have been impacted by this research process. In the preface of this study, I explored a few 
of the ways that the social contructions of Eastern and Western domains of thought shape 
our logic with notions of geographic imprints, colonialization, reappropriation, and 
otherness. From this larger global perspective, I followed Ahmed’s (2010) critiques 
around the concept of happiness. I applied these ideas to the growing 
i198ontemporaryomtemporary wellness trends, which have placed heavy emphasis on 
positive and desirable emotions that align with economic productivity and social 
pacificity (Purser, 2019). Drawing from the existing critical research, I have described 
how an emphasis on positive emotions in American life has been linked to social 
mechanisms of whiteness such as spiritual bypass and toxic positivity (Matias, 2016). 
Within the contexts of schooling, I have also traced how these mainstream cultural 
concepts have trickled into our curricular goals for students and the way that students’ 
cognitive skills and emotional lives are subjectified through the discourses surrounding 
this particular work in schools.  
I came to my doctoral program as a practitioner of yoga, also teaching yoga and 
SEL with students and teachers in school settings, and feeling that there were promising 
implications in the day-to-day connections I observed through these practices. As 
mentioned in the preface, my doctoral work at Teachers College troubled many of my 





of teachers and students, as well as shifting my reasoning and approach to my own 
personal meditation and yoga practice. So, when heading into the data collection phase, I 
felt skeptical about contemplative work in schools. Yet, as I inquired alongside my 
participants, I found myself identifying closely with many of the same binds, frustrations, 
and stressors they described. I noted where I had shared similar beliefs that they 
themselves shared about their students and their work before the experiences of the 
doctoral program shaped the way I now take these assumptions apart more critically. As 
the study progressed, my focus was less about being sketpical about mindfulness at a 
school-wide scale, but more about being inquitsitive of subjectivities that were created 
and the social constructs that were enforced when the concept of mindfulness came up.  
As social scientists, we have the opportunity to slow time somewhat and observe 
such problems differently. I found that the research process provided a space for me to 
inquire more thoughtfully and carefully without taking sides in the argument, per se. 
Rather, the inquiry process shifted me toward a clearer understanding of the complexities 
of a research problem. With this, I have become more aware of the complexities of 
solving a problem. I see how our current educational culture in the United States rushes 
to fix things while neglecting the significant needs, concerns, and identities of the 
stakeholders involved. This hurried pace has taken away from a deeper understanding of 
present-day educational problems, and the potential learning opportunities these problems 
present in being their own curriucular material and opportunity for collaboration and 
growth. In following the concept of mindfulness, and its influence on education for the 
past several years, I have taken a long road in investigating how curriculum and power 





concepts and their impact on curricula in similar ways. I leave this study feeling a more 
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Table A1, Procedural Steps for CDA of Data Texts 
Table A1 
Procedural Steps for Critical Discourse Analysis of CDC Texts 
Step Procedure Organization & Format of Data Results 
1. First Reading 
of Text  
a. Develop Research Questions What does mindfulness look like and sound like 
in the text? 
How are meanings around wellness 
constructed? 
How are meanings around student/learner or 
teacher identity constructed? 
 b. Generate a Transcript __Words 
__ Pages  
 c. Segment Texts at the level of 
Stanzas and Clauses 
__ Stanzas 
__ Clauses  
2. Second 
Reading of Text 
a. Locate Narrative Structure Form: 1st 2nd or 3rd person 
Function:  
 b. Survey Linguistics Features Line 
by Line and interpret w/unit of 
analysis – discourse community and 
questions in mind 
List of text samples organized by: 
Intertextuality, Verb Tense, Voice, Pronouns, 
Adverbs, Lexicalization, Thematization, 
Politeness Conventions  
 c. Code for the orders of discourse: G 
for genre (ways of interacting), D for 
Discourse (ways of representing), S 
for style (ways of being)  
 
G, D/d, S coded text parsed into broad 




on Readings One 
& Two 
a. Determine What (Re)Combination 
of Symbolic Forms are present for 
analysis (Janks, 2010)  
Sign Coding & Analysis 
 b. Identify possible Cruces and 
Conflicts in the Co-texts and con-
texts (Fairclough, 1993) 
i.e.  theorize about power and discourse 
contesting and juxtaposing meaning across 
scales, reference to other texts 
 c. Locate moments of Hope 
Liberation and Equity in the text 
(Fairclough, 1993) 
i.e.  theorize about power and discourse 
negotiated and leveraging meaning across 
scales, reference to other texts 








Focus Group Interview Protocol 
Research Questions: 
1. What discourses and practices contribute to the communities’ conceptualization of 
mindfulness curriculum?  
2. How is mindfulness legitimated by the curricular discourse community in this context?  




What is your interest in mindfulness?  
How do you use mindfulness in your daily life? School? Home?   
What brought you to include mindfulness with students? (Context based) 
 
Mini-tour question(s): 
Where did you learn/continue to learn about mindfulness?  
Can you describe what mindfulness means in this school environment?  
What do you mean when you say, “mindful students”?  
Can you describe your definition of contemplative pedagogy? SEL? Mindfulness? 
 
Example Question(s): 
What themes do you notice across the two data sets? 
Can you help me understand some of the themes I found? 
Can you give me an example of (kids/self) feelings being mindful?  
 
Experience Question(s): 
Can you tell me about your experience working on with positive SEL structures in place? Can 
you describe these structures?  
Can you tell me about your experience working on mindful or SEL related curriculum at school?  
Can you tell me about your experience with mindfulness training through Professional 
Development?  
Can you tell me about your experience with using mindfulness for your own practice during a 
school day?  
 
Contrast Question(s): 
What is the difference between a classroom with positive SEL structures in place and one that is 
not?  
What is the difference between a kid/teacher/classroom who’s taking up the mindful habits or 
skills described in the curriculum compared to one who is not?  
What is the difference between what you see in the media around mindfulness in classrooms 
compared to what you see in your classroom?  
What is the difference between what you see as challenges in schools compared to what you see 







Participant Recruitment Flyer 
What does mindfulness mean to you?  
 




I am an educational researcher interested in the ways that a school-stakeholders think 
about mindfulness and SEL for their students. Any school stakeholder may participate 
including administrators, para-professionals, classroom teachers, family resource 
advocates, and school psychologists. This study is non-evaluative and involves a few 
simple steps.  
 
 
1. Provide a narrative such as a poem, map, essays, collage, video clip, or any 
representation of your own understandings of mindfulness. 
 
2. Attend One or Two Focus Group meetings (45-60 min.) to collaborate on the 
analysis of themes found across submitted narratives. Focus Group meetings 
can occur on or off site.  
 
 
To find out more about joining this study, email Jennifer: jcd2198@tc.columbia.edu  







Participant Recruitment Email and Letter 
Subject: What does mindfulness mean to you?  What does it mean for your students? 
 
Dear _________________________,  
 
As you may know, I’m working on my dissertation in the Curriculum and Teaching 
Department at Teachers College, Columbia University. I would like to invite you to 
participate in my study.  
 
What:  
• My study is about the ways that a school-stakeholders think about mindfulness 
and SEL for their students. 
 
Who:  
• The participants are any school stakeholder interested to participate including 
administrators, para-professionals, classroom teachers, family resource advocates, 
and school psychologists. 
 
When:  
• This study asks you to provide a narrative that can be submitted at any point 
between September-November 2019, and to attend one or two focus groups 
between January-March 2020.  
 
How:  
• I will meet to tell you more about submitting a poem, map, paragraph, collage, 
video clip showing your understandings of mindfulness. 
• I will welcome your submissions digitally or physically. 
• We will meet with fellow participants on site or off site to discuss themes. 
 
The contents of the narratives and group discussions will be transcribed and recorded for 
research purposes and may be used in academic papers, publications, and presentations at 
conferences. Your contributions will only be used with your consent and your name and 
personal information will be assigned a pseudonym, along anyone that you happen to 
mention in our discussion. Please note that your narratives will be made available to other 
participants during the focus group discussion(s). Thank you very much for your 
consideration—I hope you will participate in this study. If you have any questions or 
would like more information, please feel free to contact me by telephone or email, as 
indicated below.  
 
Jennifer Dauphinais 
Doctoral Student, Dept. of Curriculum and Teaching  
Teachers College, Columbia University  







Consent for Participation in Interview Research 
 
I volunteer to participate in a research study conducted by Jennifer Dauphinais, doctoral candidate from 
Columbia University, Teachers College. I understand that the project is designed to gather information 
about curricular work of teachers’ beliefs about social emotional learning and mindfulness. I will be one of 
approximately 5 people being interviewed for this research. 
 
1. My participation in this project is voluntary. I understand that I will not be paid for my participation. I 
may withdraw and discontinue participation at any time without penalty. If I decline to participate or 
withdraw from the study, no one on my campus will be told. 
 
2. I understand that most interviewees in will find the discussion interesting and thought-provoking. If, 
however, I feel uncomfortable in any way during the interview session, I have the right to decline to answer 
any question or to end the interview. 
 
3. Participation involves being interviewed by researchers from Columbia University, Teachers College. 
The interview will last approximately 45-60 minutes. Notes will be written during the interview. An 
audiotape/voice memo of the interview and subsequent dialogue will be made. If I don't want to be taped, I 
will not be able to participate in the study. 
 
4. I understand that the researcher will not identify me by name in any reports using information obtained 
from this interview, and that my confidentiality as a participant in this study will remain secure. Subsequent 
uses of records and data will be subject to standard data use policies, which protect the anonymity of 
individuals and institutions. 
 
5. Faculty and administrators from my campus will have access to raw notes or transcripts. This precaution 
will prevent my individual comments from having any negative repercussions. 
 
6. I understand that this research study has been reviewed and approved as part of a dissertation study, and 
that the data collected can be used at a later date with my consent. I have the right to withdraw my 
contributions at any point. 
 
7. I have read and understand the explanation provided to me. I have had all my questions answered to my 
satisfaction, and I voluntarily agree to participate in this study. 
 
8. I have been given a copy of this consent form. 
 
____________________________ My Signature ________________________ Date 
 
 
____________________________ My Printed Name  
 
 
________________________ Signature of the Investigator  
 
 
For further information, please contact: 
 















Document Topic or Focus Mode of Discourse  
(Text function & Genre) 
(Halliday 1994, p. 22) 
9th & 10th grade 
Advisory Manual p. 
22 
• Mindfulness 
• Time Management 
• Goal Setting 
Written, prepared, didactic 
text  
9th & 10th grade 
Advisory Manual p. 
85 
• Mindfulness (Kabat-Zinn,2013) 
• Secular & non-secular practices 
• Educational research and 
schooling statistics 
Written, prepared, persuasive 
text  
9th & 10th grade 
Advisory Manual p. 
86 
• Mindfulness (Kabat-Zinn, 2013) 
• Training & Curriculum promise 
improvement in student 
dispositions and classroom climate 
Written, prepared, persuasive 
text  
Animating Learning 
by Integrating and 
Validating Experience 
“ALIVE” Chapter p. 
207-208 
• Racial segregation & under-
resourced schools (Kozol) 
• Student Achievement  
• Corporatization approach to school 
reform/Charters/NCLB 
• Developmental Pathways (Comer, 
1996) 
• Mental Health Needs 
Written, prepared, expository 
text  
Animating Learning 
by Integrating and 
Validating Experience 
“ALIVE” Chapter p. 
211-212 
• Discipline triggers, suppression v. 
expression of stress & trauma  
• Pedagogy of the Oppressed 
(Freire) 
• Critical reflection on social 
circumstances 
• Method of Developmental 
Transformations for student stress 
& trauma  
Written, prepared, expository 
text  
Animating Learning 




• Implementation of trauma-
informed drama therapy in schools 
• Play and desensitization 
• Power relations in roles 
• Collaborative, team-based 
strategies toward health & school 
success 
Written, prepared, 







Book Club Flyer 
2017-2018 
• Parent-Teacher Relationships 
• School-to-Prison Pipeline 
• Black Girls 





• Step-By-Step Instruction 
• Student & Teacher Use of Time 
●  Collaborative, team-based 
strategies toward health & school 
success 
●  Mental Health Needs 
Written, prepared, didactic text 
School-wide Failure 
Intervention Plan 
●  Step-By-Step Instruction 
●  Student & Teacher Use of 
Time 
●  Collaborative, team-based 
strategies toward health & school 
success 
●  Academic Needs 






Focus Group Document Set 
Focus Group 1_Data Packet 
 
The first is a set of images that were collected from visual components of the 
participant narratives or were described* as a metaphor or simile when discussing this 
communities’ work during the initial interviews. Together, we will look at each collection 
to discuss what the images mean to you. 
 
*    
 
 
These images are in response to what mindfulness means to you.  
 
• What is the water? What is the wall? Who is the Dutch boy? 
 
• What is happening to the “educators” in these images? 
 








*  * 
 
These images are also in response to what mindfulness means to you.  
 
• What are the commitments of the “educators” as represented in these 
images? 
 
• How do these commitments look among individual staff? among collective 






 *   
*  
These images are in response to what mindfulness means to your students.  
 
• What is happening to/for the “students” in these images? 
 
• Do you find any common themes across these three images? 
 





*    
 
* 
These images are also in response to what mindfulness means to your students.  
 
• What is happening to/for the “students” in these images? 
 
• Do you find any common themes across these three images? 
 










The second set following words and phrases were collected from written and spoken 
components of the participant narratives or were described when discussing this 
communities’ work during the initial interviews. Together, we will look at each collection 
and further define their meaning and contributing discourse. 
 
These statements point to the practices that contribute to your curricular 
discourse communities’ conceptualization of mindfulness. Are there any 
noticeable discourses that tie these statements together?  
Move away from expert model 
power structures- (sage on the 
stage) “all knowing” to learn 
alongside, value student 
experiences, open up the door to 
decolonize the curriculum 
  
There’s a lot of 
mindlessness of 
district/decision making, or 
tasks I am asked to perform  
Student-centered 
report card night is 
a counter narrative 
to status quo.  








These statements point to the alternative knowledges that contribute to your 
curricular discourse communities’ conceptualization of mindfulness. Are there 
additional knowledges that contribute to mindfulness at your school but are not 
mentioned here?  
Judy as shorthand for the glue that was 
holding the building together. She was the 
mind and heart of the school and now we 
are trying to figure out who we/ are w/out 
her. How do we carry on or embody? How 
is it dispersed to all of us as a 
responsibility?  
You should talk to 
students from Judy’s 
era, and auxiliary 
staff. This could be a 
Story about time, 
lasting effects on 
students, maybe look 
at Before and after 
(from parents). 
We are building 
on a tradition of 
who you are & 
what you do 
matters. That’s 
SEL. 












The third set following words and phrases were collected from school-based texts 
components of the participant narratives or were described as a metaphor or simile 
when discussing this communities’ work during the initial interviews. Together, we will 
look at each collection and further define their meaning and contributing discourse. 
 
These statements point to some of the social practices, identities, and 
representations that legitimate mindfulness and SEL practices in your school.  
Are there any noticeable discourses present in these texts?  
“Efforts at reform reflect an 
ambivalence about who 
should take responsibility 
for these challenges, and 
blame for these failures is 
variably shifted to parents, 
students, teachers, or 
specific communities. 
Others point to our 
shameful history of social 
relationships that have 
given rise to current 
disparities between white 
and racialized students: 
‘What is happening right 
now in the poorest 
communities of America—
which are largely black 
communities . . . is the 
worst situation black 
America has faced since 
slavery’ (Kozol, 2009, p. 
313)”. ALIVE Chapter 9 
  
“Have students take time 
out of their busy lives to 
practice mindfulness. You 
could open or close each 
advisory period with 
mindfulness, you can 
practice it when you have 
extra time, or you can 
build it into your advisory 
lessons during stressful 
times of the year. Please 
take advantage of the 
materials provided in the 
advisory resource guide. 
This could be something 
you do for a minute or 
two, or something you do 
for ten minutes ... 
whatever you are 
comfortable with.”  
Advisory Manual, 2018-
2019 
“In a nutshell, the research 
says that if we create safe, 
supportive, respectful learning 
environments, personalize 
young people’s learning 
experience, help them develop 
social and emotional 
competencies, and provide 
opportunities to practice these 
skills, they will grow more 
attached to school, avoid risky 
behavior, and achieve more 
academic success. Effective 
advisory programs meet all of 
these goals.”  
Advisory Manual, 2018-2019  
Noticings & Reflections: 
 
 
